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1 INTRODUCTION

Well done!
Excellent!

Good job!

The expressions above are examples of what onet imégin during a lesson. Pupils are
usually eager to hear those kinds of positive esgioms from their teacher. School is
not, however, the only place where one might recesuch comments: they are
characteristic for example in work places as welfact, positive feedback can be heard
everywhere. In my opinion, it should be a natuiait pf everyday life: when someone
does a good job, positive feedback should be gatgomatically. This is not, however,

always the case.

Positive feedback is essential in learning (Simctaid Brazil 1982: 44). It is true in
learning in general but especially in languagerizay. otherwise it would be difficult

for pupils to know when they do well and when thé&eroom for improvement.

Languages are not like mathematics: one cannotkctiecanswers with a calculator.
Teachers have to tell their pupils which skillsytledready master and which skills they
still need to develop. More importantly, giving go® feedback has positive effects on
for example motivation and classroom managementchwiare key elements for

successful learning results. It is, therefore,apdrtant matter in learning.

Positive feedback can promote several matters.eikample, it can increase pupils’
motivation (see for example Henderlong and Lepp@®22 If pupils never receive
positive feedback, their motivation can even desgetn addition, positive feedback can
improve the relationship between the pupils andtéfaeher and help in managing the
classroom (see for example Brophy 2010 and Hathai®®7). Good teacher-pupil
relationships are necessary for a positive learm@ngironment that is essential for
successful learning results. Moreover, positivedfeek can improve children’s self-
esteem (see Kohn 1993). It is impossible to demybmnefits of positive feedback. It is

thus an important topic for investigation.

During my teacher training | noticed that primaghsol pupils receive more positive
feedback than secondary school children. | fourdisiturbing that especially teenagers
who go through a huge turmoil during secondary stlseem to receive less positive

feedback than smaller children: positive commemnis @ncouragement might be what



8
teenagers need during the years of puberty in daeurvive the difficult years. As
discussed, positive feedback has many advantageésslaould be a natural part of
language learning. The clear difference betweemmamy and secondary school
disturbed me enormously, so -as a future teacheanted to study the matter further in
order to see whether my observation was accuraecé] | decided to do my master’s
thesis on the subject. Positive feedback shoulohitigly be a natural part of secondary
school teaching as well and not implemented onjyrimary school.

The purpose of this study is to compare giving tesifeedback in primary and

secondary school. The interest is specifically énbal positive feedback given during
English lessons. The study will focus on severattens. Firstly, the amount and the
ways of giving positive feedback are of interestc&dly, the importance of positive
feedback and the reasons for giving it will be stigated. Thirdly, the study aims at
comparing pupils’ and teachers’ views on positigedback. Lastly, the aim is to see

how positive feedback is actually given in lessons.

The present study is relevant for several read@ins, positive feedback is an important
element in language learning. Secondly, a comparattudy like this has not been
conducted. Positive feedback has naturally beediestubut previous research has
focused more on students’ reactions to feedback, effects of feedback on the
classroom environment and the ways pupils wantetpraised (see for example llies,
De Pater & Judge 2007, Burnett 2001 and 2002 artedMHorn and Harry 1997).

Gender differences have also been studied but cdsppabetween primary and

secondary school has not been made. The presdgtistuherefore, relevant.

The present study is qualitative of nature. Theadabs collected in two ways:
interviewing pupils and teachers and observingolessin primary and secondary
school. The lessons were recorded for analysingtédo analysis was used in analysing
the interviews. The expressions of positive feellbaere identified from the recordings
and the situations where they occurred were inyat&td and then compared with what

was said in the interviews.

The theoretical framework of the study consistsaficepts of teacher talk, feedback
and especially positive feedback. They will be d&sed in chapters 2 and 3. In chapter
4, 1 will present the research questions and théhoawlogical framework of the study.

The results of the study will then be discussedhapter 5. Chapter 6 deals with the
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results further, the reliability and the limitat®rof the study. Finally, chapter 7

discusses the implications and will conclude thiest
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2 TEACHER TALK AND FEEDBACK

In this chapter | will first discuss the concepttefcher talk briefly. Feedback as a
concept and as part of teacher talk is discussebeirsecond section. The concept of
feedback will be briefly explained since only a dulounderstanding of it is necessary:
positive feedback is part of teacher talk and oag to understand what teacher talk
means in order to understand positive feedback. fobes of the present study is in
positive feedback that is given orally during lesso Oral feedback and its

characteristics are, therefore, discussed in gteskction.

2.1 Teacher talk as a concept

Teacher talk is everything that teachers say to thepils, for example questions and
comments (Rezaee and Farahian 2012). Teacher dadin iessential part of every
English class since the teacher is usually the only offering the pupils a language
model that is close to a native speaker. One aasdbnclude that teacher talk has to be
carefully considered: teachers cannot talk to thepils any way they want. Wood and
Freeman-Loftis (2012: 31) confirm this by statirtatt for example security in the
classroom is created by considering not only wisasaid but also how it is said.

Teacher talk is, therefore, essential to take asimount in language teaching.

Sinclair and Brazil (1982: 13) state that teaclék differs from other ways of talking,
for example doctor talk. According to them, there many reasons for why teacher talk
is as specific as it is. Firstly, pupil-teacherat&nships are different than many other
relationships. Secondly, the setting is uniquesszi@oms are very distinct surroundings.
Thirdly, the work done in the classroom is differéman in other settings. Sinclair and
Brazil also point out that one cannot identify pleops teachers based on their way of
talking outside the classroom because they onlyteegher talk in the classroom, where
it is essential “in order to get things done”. @unl(1998: 186) confirms that teacher talk
is a way to achieve desired outcomes. Sinclair Bwrazil (1982: 13) claim, however,
that the different ways how teachers talk in antside the classroom have a lot in
common but that there are differences between tfidiose differences are not central
for the study and will thus not be dealt with fumth

There are many ways of categorising teacher talk explaining its features. For
example Sinclair and Brazil (1982: 22) claim theddher talk can be divided into four

categories:



11

1) “telling things to pupils (for example informingein)

2) getting pupils to do things (for example orderihgr)

3) getting pupils to say things (for example queshghi

4) evaluating the things pupils do (for example ackieolging their responses).”

Sinclair and Brazil (1982: 51) explain that the rthucategory includes responses to the
whole class and to the individuals. Evaluation nseidmat the teacher informs the pupils
about how they have learned something and what stibyneed to learn. It includes

thus feedback, which will be discussed next. The frategories give an idea of what
teacher talk means in general and what functionast However, the categories will not

be discussed further because the aim here is omgjiwé a broad idea of the concept.

Walsh (2002: 4-5) states that teachers changewlasirof talking depending on the task
at hand. He explains that sometimes a lot of taatdik is required whereas at times
only little teacher talk is enough. Walsh adds thather talk is more likely to be fitting
when the teacher knows the goals of tasks clelliityeover, if teacher talk is somehow
unclear and pupils do not understand what the @aishsaying, the goals will not be
achieved. It is thus of great importance to thibkwt what kind of teacher talk one uses

and put effort into it.

Cullen (1998: 179) states that teacher talk has lwdeinterest in the field of EFL
studies. It is considered important that the teadbes not talk too much and thus gives
more opportunities for pupils to talk. Myhill, Jahand Hopper (2005: 57) point out,
however, that teachers have a tendency to ruléatken the classroom. Walsh (2002:
3) confirms that teachers “have been criticizedti@ir excessive TTT (teacher talking
time)”. Sinclair and Brazil (1982: 58) argue thia¢ reason for teachers ruling the talk in
the classroom is that they feel that they are nesipée for initiating talk in the
classroom. Cullen (1998: 179) argues that the tuafiteacher talk is the main focus of
concern nowadays: teachers should be able to cceatenunicative situations in the
classroom with their talk. Myhill et al. (2005: @)so explain that teacher talk is a
complex matter because it is expected to enharitzboaative learning. Cullen (1998:
179) claims that the importance of teacher tallinpsit has in fact become one of the
most central issues in research. However, inpnbighe focus of the present study and
will not be discussed in more detail.
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2.2 Feedback as part of teacher talk

In this section, | will first take a look at feedikain general and discuss its role. | will
then present different types of feedback and theeis that need to be taken into account

in giving feedback.

Askew and Lodge (2000: 1) claim that feedback festievery kind of speech that
promote learning. They (2000: 5) explain it to beeg from the teacher, the expert, to
the pupil in order to promote the pupil to learften the feedback assesses the pupil’'s
prevailing skills and indicates what has to be dmnachieve the set goals. Sinclair and
Brazil (1982: 44) confirm that “the learner needs kte told or shown how he is
learning”. Askew and Lodge (2000: 1) also state tmnceptions of learning have an

effect on what kind of feedback is given.

According to Sinclair and Brazil (1982: 22), resgomy to pupils’ progress and

accomplishments is one or the four main thingsheec do in the classroom. They
(1982: 44) also claim that teacher talk include®mremus amounts of feedback.
Teachers should concentrate carefully when respgnth their pupils’ answers and
giving feedback. A response of a wrong kind couls disastrous considering the
relationship between the teacher and the pupileven the pupils’ motivation: if the

teacher for example jokes about something a pupd said, the pupil might get
offended, which might lead to the pupil dislikifgetteacher. Also, if the pupil has done
well and the teacher ignores his or her performative pupil’'s motivation might

decrease. In conclusion, the role of positive fee#lbshould not be underestimated

when thinking about teacher responses.

Brookhart (2008: 58) explains that there are twmesyof feedback. Internal feedback
means that pupils can evaluate their own work aatemimprovements based on the
evaluation. External feedback is the same tharhtedeedback. Learning new matters
require more teacher feedback than internal feddbBmokhart also mentions that
teacher feedback has an enormous effect on intézadback: factors affecting teacher
feedback will become factors affecting internaldieack and at some point pupils need

less external feedback because they become ah$#séss their own work in time.

According to Brookhart (2008: 96-97), it is impartdahat feedback is always adapted to
pupils’ individual needs. It means for example thaine pupils need a lot of feedback

and some pupils know what they have to improve batwhey did well after a few
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words from the teacher. Feedback should be giveordmgly. Brookhart mentions
also that it is easy to leave the pupils who penfowell without feedback and
concentrate on the pupils who struggle and desglgratced feedback. However, all
pupils need feedback, as Brookhart states. Théa¢eamly has to bear in mind that one
can and should give feedback according to pupbgit@s: some learn more and more
quickly than others. Evertson and Emmer (2013:8849 point out that teachers should
not put the requirements for good performances hagh because they will be

impossible to achieve for some pupils.

2.3 Oral feedback

According to Brookhart (2008: 47), oral feedbacls lzalot in common with written
feedback. She claims that both oral and writtenllbeaek can make suggestions “about
focus, comparison, function, valence, clarity, $figty, and tone.” She points out,
however, that in giving oral feedback one has te temto account a few factors that
have relevance only to oral feedback. Firstly, tilme and the place are important
factors because the pupil must be responsive ady e hear the feedback. There is a
wide range of opportunities: one can give feedbadk/idually to a pupil in private or
openly in class, or collective feedback during dess Secondly, the teacher has only
little time to think about how to say the feedbas#,that the pupil -the recipient- will
take the feedback into account and utilise it imdtef becoming offended by it.
Brookhart notes that the teacher has to think afamtibrs such as specificity, tone and
clarity. It is evidently no easy task to give ofe¢dback but as Brookhart mentions, it

can be done by every teacher who is willing torleard make an effort.

Brookhart (2008: 49-54) presents different kinds vedys to give oral feedback.
Teachers can for example give individual feedbachupils at the pupils’ desks. That
way the given feedback will not be heard by all ttbers, especially if they are
working. Giving feedback at the teacher’s desk thessame benefits. If one wants to
have an actual discussion, then a teacher-studeriérence outside the classroom is
needed. Brookhart mentions also collective feedbaska way of giving feedback.
However, one can give individual feedback alsolsd bther pupils hear it. In some
cases it might be useful: if some pupils are shy lzave low self-esteem, it might be a
good idea to give them positive feedback so thhaérst can hear it in order to make

them feel appreciated.
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3 POSITIVE FEEDBACK

I will first discuss both positive feedback and ipeaas concepts in this chapter. |-
messages will also be dealt with. Positive feedhaitlk however, be used as the main
concept in the present study. It is discussed ntwweoughly in the second section. |
will then introduce some of the advantages andl@hgés in giving positive feedback.

Lastly, previous research made on positive feedimpkesented.

3.1 Positive feedback and praise as concepts

The difference between the concepts of positivellfaek and praise is by no means
clear or easily definable. Some distinctions hdw@yever, been proposed. Brookhart
(2008: 2) states that feedback “gives studentsrmmfdion they need so that they can
understand where they are in their learning andtwhdo next.” Hathaway (1997: 81)
explains that positive feedback “is the act of raifng, accepting or approving of
someone’s behavior or actions.” Brophy (1981: 5y lefined praise to be “to
commend the worth of an individual or to expresgrapal or admiration”. He
continues by explaining that praise is more thavingi affirmation to students or
responding with a short answer such as “good”. Hewneif a teacher says for example
“good” to a pupil for something he or she has saidone with a pleased smile or with
a tone that expresses admiration, the “good” cam the categorised as praise even

though it is positive feedback based on Brophyisception.

Brophy (1981: 6) explains that praise includes hea€ positive emotions such as joy
or gratification. Henderlong and Lepper (2002: 73&ite that giving positive feedback
is a more neutral way of commenting one’s work cni@vements. They continue by
explaining that also encouragement differs fromsardbecause it concentrates on the
future and is often used only after failures. Hoerewositive feedback can easily
include teacher’s positive emotions. It is merelynatter of how one gives positive
feedback: for example the tone of voice can impbt the teacher is very pleased with
his or her students without actually using expmssiof positive emotions, such as “I'm
extremely happy with the way you worked”. Saying é&xample “excellent” with a
pleased tone of voice can be taken as praisingdb@s®&rophy’s explanation of teacher
emotions even though it does not express the téaataotions verbally. All in all, it is
difficult to differentiate positive feedback andajse.
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It can be stated that I-messages are part of paaideositive feedback. Gordon (2006:
179) argues that I-messages are messages thaincorftamation on the teacher’s
feelings. He explains that teachers can tell thepils how something they did affected
the teacher or how they felt about the pupils’ @withrough I-messages. The teacher
can say for example “I am so pleased with you fausing carefully on this task.”
Gordon also points out that teachers do not usedsages often enough. This issue will
be further discussed in 5.1.3 as well.

Kohn (1993: 96) argues that it is of no relevantetiier one uses positive feedback or
praise as a concept. In addition, since there islewr distinction between the concepts,
I will use the term positive feedback in referritmgall positive comments that teachers
make about pupils’ performances in the presentystNdxt, | will take a closer look at

the characteristics of positive feedback.

3.2 Characteristics of positive feedback

In this section, | will deal with the characternistiof positive feedback. First, the role of
positive feedback in learning is discussed. | thién present different types of feedback
and the matters that teachers should take intouatashen giving positive feedback,

such as pupils’ reactions to positive feedbackadiffdrent age groups.

Sinclair and Brazil (1982: 44) state that receiviegdback is essential in learning.
Brophy (1981: 21) confirms that pupils need feedba their progress and behaviour
although the need for positive feedback can beutksp but most students like to
receive positive feedback when it is genuine. H@veBrophy also states that students
are perfectly capable of learning all the necessaajyters and improving their self-
concepts without receiving any positive feedbac&ndterlong and Lepper (2002: 777)
support this argument by explaining that in somkéuces feedback is only given when
it is corrective. They do, however, argue that @estern culture is different to the
cultures ignoring positive feedback and we shotlldrefore, not draw any conclusions
based on those comparisons. Henderlong and Leppeiucie by stating that teachers
should always consider the situations where pesitgedback should be given in order

for it to be effective.

Burnett (2002: 6) presents two types of positivedfeack. The first is called effort
feedback, which means that the teacher commengiunients’ input and contribution.

The teacher might say that “you’ve been really haotking lately, well done” when
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giving effort feedback. The other type of feedbaglkcalled ability feedback, which
means that the teacher focuses on students’ abiliifhus, the teacher might give
students feedback such as “You are really good witkzles”. Ability feedback can
improve pupils’ knowledge of their strengths, whican help in selecting learning
strategies and thus learning results. Hargreave§dilum & Gipps (2000: 21) confirm
this as well: feedback can definitely improve pspiinderstanding of their learning

styles and thus lead to better learning results.

Henderlong and Lepper (2002: 785) argue that eypenyll should receive positive
feedback even though not all of them have goodegadhey explain that children
should not be compared with each other as is aofi@me but that they should be
regarded as individuals and given positive feedlzadordingly. One can conclude that
teachers should compare individuals’ performancethair earlier achievements and
abilities and give positive feedback based on tlumseparisons. Otherwise, if positive
feedback is given merely based on comparing pupite each other, pupils often
performing poorly will never receive any positiveetlback because there is always at

least one pupil doing better than they are.

According to Brophy (1981: 20), pupils regard pesitteedback from their teacher in
different ways. He explains that some pupils migdtmotivated because of it and some
might consider it a punishment if they are tryingaivoid being the teacher’s favourite.
Brophy continues by stating that teachers are, ieweaware that their praise might not
be highly appreciated by their pupils. They shotigrefore, give praise accordingly.
Henderlong and Lepper (2002: 787) also state thetetare gender differences in
reacting to feedback because girls and boys o#teaive differing feedback that might
include differing expectations as well. They remthdt boys might frequently receive
positive feedback on their achievements whereds gfiten get positive feedback for
good handwriting or a clearly organised noteboblpupils receive positive feedback
on good handwriting instead of the content of #,ttheir motivation might decrease.

That can lead to underachieving.

Different age groups regard positive feedback ckfily. Brophy (1983: 280) claims
that children in grades 1-5 are willing to please teacher whereas children in grades
6-9 are more likely to want the acceptance of thears. He (1983: 281) states also that
it applies to all children regardless of other dastsuch as gender or ethnic background.
Kohn (1993: 104) affirms that small children usyalkeed approval. Tapp and Lively
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(2009: 2) argue that the motivation to succeedrdento please the teacher gradually
decreases with age. Henderlong and Lepper (20@:aiSo claim that teenagers strive
in on one hand performing well and thus making heas happy and on the other hand
being on friendly terms with their peers. The pewsblis that peers might value different
matters than teachers: peers might not apprecaferming well. Kohn (1993: 104)
states that many factors, such as background, pedigoand gender, can influence the
way pupils react to positive feedback. Giving pesitfeedback to pupils is thus a

complex matter.

3.3 The advantages of giving positive feedback

This section deals with the many advantages thsitipe feedback has. | will discuss
for example how positive feedback promotes goodabielir and good relationships
between teachers and pupils. Moreover, the effdtds positive feedback has on

motivation and self-esteem are presented.

According to Henderlong and Lepper (2002: 776) tpesfeedback is a useful element
in promoting good behaviour in the classroom. Stginel, Wehby and Copeland (2002:
3) also mention that teachers can use positivebsesd as affirmation for desired

behaviour. Hathaway (1997: 81) claims that if oeeeives positive feedback on his or
her behaviour, he or she is more likely to repeatitehaviour. Brophy (1983: 272-275),
however, states that it is impossible for a teatheonstantly observe every student in
the class. Thus giving positive feedback to stuglémt good conduct or performance on
a task is not always possible. Nevertheless, ifnortant that pupils receive praise as
often as possible when they deserve it. That way thill be constantly complimented

on their good behaviour and prefer good conduct peer behaviour. If pupils behave

well, teachers do not need to use their time aedggnon classroom management.

Teachers can use positive feedback as a tool aticgegood relationships with pupils
(Brophy 2010: 139). Also Hathaway (1997: 81) canfirthat positive feedback can
produce better relationships. Brophy (2010: 139plars that the teacher can
compliment pupils for example on their clothes lfde your new shoes, Ben”). He
argues that this kind of positive feedback can seduwith all pupils but it can help
especially with unsociable pupils with whom thecteer has difficulties in connecting.
Giving positive feedback on matters that have nonection to school shows that the

teacher is interested in his or her pupils not gmgfessionally but as people. Kohn
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(21993: 97) confirms that giving positive feedbackl wnost likely make the praised
pupil like his or her teacher more. Indeed, positigedback can lead to better pupil-
teacher-relationship, which will presumably leadbetter learning environment and

thus learning results.

Henderlong and Lepper (2002: 775-776) argue thatitipe feedback influences
students’ motivation. They also divide motivatianta two categories: intrinsic and
extrinsic motivation. If students have intrinsic timation, it means that they are
persistent and always want to learn new thingsitiveseedback at its best can increase
students’ intrinsic motivation. It can happen wheositive feedback first leads to
students’ recognition of their own capabilities g&hts way to students regarding only
themselves as responsible for their learning andiesements, which is highly
beneficial in learning. Extrinsic motivation, oretbther hand, means that students only
want to succeed because they want to pursue sardeokia prize or profit. In addition,
some students might for example behave well justife sake of maintaining a good
relationship with their teacher because he or dbe @valuates them and not due to
positive feedback itself. All in all, positive felegick can have an effect on both types of
motivation. More importantly, it does not always ttea which type of motivation
students have as long as they are motivated bedsseg no motivation to learn is

quite a big problem.

According to Brophy (2010: 101), there are pupilsovearn and advance more slowly
than others in every classroom. According to Broome pupils are “low-achievers”

who never perform as well as they could. He exglélmat it is of great importance that
the teacher tries to motivate them with positivenoeents: otherwise they would not
learn much because they do not value school inrgernEhe teacher can make school
work meaningful to them through positive feedbaEkcouraging low-achievers with

positive feedback came up in the teacher interviamd is therefore further discussed

alsoin5.1.4.

Positive feedback can improve children’s self-asté€ohn 1993: 101). Kohn explains
that it should be taken into account especiallprimary school where pupils are still
developing their self-esteem. However, one hasetedreful in supporting the growth
of one’s self-esteem: positive reinforcement might be taken positively especially

among adolescents. Kohn also explains that childden not automatically get
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confidence from hearing positive comments abouttdedves. However, receiving no

positive comments will certainly not improve anytngelf-esteem.

All'in all, it can be said that positive feedbadshmany advantages. For example, it can
improve pupils’ motivation and increase good bebaxiwhich has a positive effect on
teachers’ classroom management. Also, positive bflegdd can promote good
relationships between pupils and teachers. Furthknchildren’s self-esteem can be

improved through positive feedback.

3.4 The challenges of giving positive feedback

In this section, | will present the challenges o§itive feedback. | will first discuss the
conflicting results of studies on positive feedhakckvill also present how differently
pupils can react to positive feedback. The matieas teachers need to consider when

giving positive feedback are also discussed.

Henderlong and Lepper (2002: 774) present an istiege dilemma in giving positive

feedback. They claim that people usually considsitive feedback an essential matter
in education and are highly encouraged to givewhile several other studies have
shown that giving positive feedback can also beegseor even detrimental. One
should, therefore, not draw conclusions that pesifieedback automatically creates
favourable results. Nevertheless, as Henderlong.apger (2002: 781) explain, pupils
have a tendency to take part in those activitiemfwvhich they have received positive
feedback. Also Kohn (1993: 108) confirms that fesxk can promote interest in

specific tasks and exercises. One can concludetsitive feedback can, in fact, be the

key to student involvement during lessons.

Brophy (2010: 139) also states that positive feellisa problematic matter. He argues
that not all students like to receive positive temek individually: students might feel
that their accomplishment was not worth praisinghay simply do not want to be in
the center of attention. Some students can evenrnijated when they get positive
feedback or compliments for something that they ifeén fact an attempt to influence
their classmates. As Gordon (2006:12) claims, mesiteedback can be taken as a
means to get the pupils to do what the teacher svagédhn (1993: 106) argues that
teachers should always think about the possibtalisiof positive feedback beforehand.

Being genuine is one of the pitfalls.
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According to Henderlong and Lepper (2002: 778)cesiity is an essential thing in
giving positive feedback. Kohn (1993: 109) agreéth the statement: genuine delight
should be expressed spontaneously. However, Hemgdend Lepper (2002: 778)
point out some challenges in genuine feedbacktlyiis can be difficult to make sure
that the students believe the teacher is beingegndeachers should, therefore, give
positive feedback for good work or good behavionilyavhen they mean it. Thus, the
positive feedback they give is more likely to segemuine. Secondly, the relationship
between the teacher and the pupils has an enoreffacs on the way the students deal
with the feedback. If the relationship is poor, ytheill most likely regard positive
feedback as forced or even think that the teachamtsvto control them. Thus, the
meaning of the positive feedback given can easlynsunderstood. The importance of

sincere feedback came up in the interviews anddudsed also in 5.1.4 and 5.2.4.

Giving positive feedback can decrease studentsivatoin because it implies that the
teacher is assessing their work (Henderlong angére@002: 777). This is a highly
problematic matter. However, evaluation is an esslepart of school and cannot be
completely removed. Teachers should, therefor@tera non-competitive atmosphere
in the classroom and make sure that evaluatiors isnmoticeable as possible during
classes so that it does not disturb students’ peences. Kohn (1993: 110) also states
that positive feedback should never be given bypamng a pupil to other pupils. In
addition, as Henderlong and Lepper (2002: 787) tpoirh, teachers should not include
overly challenging expectations in their feedba@kherwise pupils might start feeling
the need to aspire towards perfection. Henderloray laepper (2002: 790) emphasise
that teachers should make sure that their pupésrat afraid of making mistakes:
despite evaluation and aiming at good skills, Mkissaare a natural part of learning.
Thus, positive feedback should be used also asnaoueagement and as a way of

creating positive atmosphere in general in thesctasn.

Positive feedback has to be accurate and systatiatgiven (Brophy 2010: 141).
Otherwise students might not know the reasonsdting positive feedback. Wood and
Freeman-Loftis (2012: 34) confirm this: they ardhat feedback should be as accurate
as possible. In addition, teachers have to make that they always give positive
feedback based on permanent grounds: if a studgspgsitive feedback on success on
a matter, the same kind of feedback should be giveail students achieving the same
goal. Kohn (1993: 103) explains too that speciedback is more likely received
positively than vague feedback. Henderlong and ee@002: 786) also state that



21
pupils should always know the precise reasons doeiving positive feedback. They
explain that knowing the reasons will increase [siipnotivation because then they will
feel that they have earned the feedback. In addlitienderlong and Lepper claim that
giving precise feedback will give pupils knowledgeout their strengths and the skills
they still need to practice. Hence, it is importtrat teachers pay attention to what they
say to their pupils when giving positive feedbaBking precise can be difficult: it is
easier and quicker to say only “good” instead abelating what specifically was good

in the performance.

Too much praise can even lead to unwanted respavitesome pupils (Brophy 1981:

21). Positive feedback might also imply low abilitgtudents receiving positive

feedback after performing an easy task might fea the teacher does not think highly
of their abilities (Henderlong and Lepper 2002: )/3fowever, teachers can avoid these
misunderstandings by stating the reasons for gipwsjtive feedback, for example that
they give positive feedback on successfully perftrtasks regardless of their pupils’
abilities. Indeed, giving positive feedback is dickte matter on which teachers should

concentrate so that students do not misinterpret it

Positive feedback should always concentrate onestsd work and achievements
instead of for example neatness or status in #esqBrophy 2010: 139). If the teacher
gives positive feedback to a pupil for good workl &or good handwriting to another, it
diminishes the latter pupil’'s effort and outcomee(iderlong and Lepper 2002: 787).
The feedback given will presumably decrease therlaupil’'s motivation. On the other
hand, if the teacher is able to give feedback irequal manner for everyone it can

increase pupils’ motivation and they can trust thatgiven feedback is earned.

In conclusion, it can be said that positive fee#b# a challenging matter. As
discussed, it can decrease pupils’ motivation ahdnatoo much of it is given, it can
have unexpected results, such as pupils not thinkighly of their abilities. Teachers
are always facing the difficulty of equality as lédt can also be said that it can be

difficult to meet the demands of sincerity and aacy in giving feedback.

3.5 Previous studies on positive feedback and teaatpraise

Positive feedback and teacher praise have beeiedtudmany different ways. A study
like the present study has not been made but pedeiedback and teacher praise have

been studied in many other points of views. In #astion, | will take a look at the
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previous studies. In general, they have focuseldoon students react to feedback, what
kinds of effects feedback has on the classroomremvient and how pupils want to be

praised.

In a study by llies, De Pater & Judge (2007) ursitgrstudents were asked to do
assignments after which they received feedbackeimm performance. Afterwards they
were asked about the feedback they were given awdtraffected them. The tasks, the
feedback given and the students’ answers were npeefib online. The results showed
that positive feedback increases positive emotgoneng students and can thus promote

their motivation.

Lipnevich and Smith (2009) studied students’ cotio@g on the effect that feedback
has on them. The participants in the semi-strudiwenversations were university
students. The results show that students prefaile@tfeedback instead of grades:
detailed feedback was mentioned as the most usefldarning. Grades were reported
to have a decreasing effect on motivation. Merésprg was considered inefficient for
learning itself but it was acknowledged that itates positive emotions.

Burnett (2002) focused on teacher praise and stsdgmerceptions of classroom
environment in his study. The participants of thedg were elementary school pupils
who answered questions about teacher praise basedmecial scale planned especially
for the study. Burnett made interesting finding®r example, he discovered that
students who considered the teacher giving a lategfative feedback also regarded
their relationship with the teacher as negativeotAar important finding was that while
ability feedback correlated to students’ understagpaf their classroom environment,
effort feedback had an effect on student-teachatioaships. Thus, the students who
found that they got a lot of ability feedback afegarded the classroom environment as
good, whereas students who got more effort feedtddlabout their good relationships
with their teacher. Burnett drew a conclusion thath types of feedback have direct or
indirect effects on students’ views on classroomirenment. In addition, Burnett
found that students who are satisfied with the afhere in the classroom got more
positive feedback from the teacher in general asd hegative feedback than displeased
students. The study clearly shows that positivelljaek has an effect on students and

the learning environment.

Burnett (2001) studied also how students want tpragsed by teachers. He used a set

of ten questions about praise and the participaet® elementary school pupils. The
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results showed that the majority of the pupils wanteceive positive feedback often or
sometimes and only few reported that they do nattw@be praised at all. Many pupils
want to receive more effort than ability feedbagkso, pupils want to be praised for
both performance and behaviour based on the resofésestingly, Burnett found that
10-11-year olds want positive feedback more th&weroage groups and that girls prefer
effort feedback more than boys. The study is @fvahce not only due to the results but
also because the sample is substantial with 74ifspup

Mueller and Dweck (1998) conducted a study whery tbtompared the effects that
effort and ability feedback have on pupils in tleses of succeeding and failing among
fifth graders. They found that in the case of sedagg, pupils who received positive
feedback on ability (intelligence) became more regéed in performing well and
comparing their results to others. Pupils who nes@ipositive feedback on effort (hard
work), on the other hand, were interested in leeynnore and mastering new skills.
Also, pupils who got ability feedback blamed thpaor abilities for failing whereas

pupils who got effort feedback thought that theg Bamply not tried hard enough.

Archer-Kath, Johnson and Johnson (1994) comparedfthcts of individual and group
feedback in cooperative learning situations. Theigpants were middle school pupils
that were divided into groups. Each group was ramigselected to receive individual
or group feedback. The focus of the study was habm®ur, attitudes and achievement.
The results show that individual feedback incregseyils’ motivation and improved
their achievements and the relationships among pidsgicipants in the group. In

addition, pupils’ attitudes towards the subject tlias taught improved.

Miller, Horn and Harry (1997) investigated througlyuestionnaire how pupils react to
positive and negative feedback. The participantshen study were fourth, sixth and
eighth graders. Miller et al. made an interestingihg in their study. They discovered
that pupils often consider ability as capacity. tRermore, when a pupil is given
positive feedback on performance, pupils think thatpraised pupil has a lower ability
and is therefore given positive feedback. They dtamd that older pupils do not
necessarily wish to receive positive feedback.

Non-specific and specific positive feedback hasnbstidied from various points of
views. For example, Tapp and Lively (2009) studveaiat university students think
about specific and non-specific positive feedbd@ke group of students were given

specific feedback that consisted of detailed infmtion on what was good in students’
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performances whereas the other group got non-spde#dback that only included
short expressions, such as “great work”. Studeetgwsked about their opinions on the
feedback they received. The results showed thatifapéeedback increases students’
motivation and improves their self-esteem. In addijt Fullerton, Conroy and Correa
(2009) studied how specific positive feedback dffatie behaviour of children with
behavioral disorders. They discovered that the rtoeeteachers used specific positive
feedback, the better the children behaved.

All in all, studies on positive feedback have shothat positive feedback creates
positive emotions and can improve pupils’ motivatas well. Also, it can be used in
promoting the environment in the classroom and Ipupititudes towards the taught
subject. Moreover, the results indicate that sorapilp might consider ability and
capacity as the same. They might, therefore, cendidat they are given positive
feedback because they cannot perform better. Theltseshow also that positive

feedback that is specific is a good way of pronmgptgionod behaviour.

The concepts and previous studies that are reldoatite present study have now been

discussed. Next, | will introduce the present studgetail.
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4 THE FRAMEWORK OF THE PRESENT STUDY

In this chapter, | will introduce the present stulgt is qualitative by nature. Since the
topic deals with verbal positive feedback during_H&ssons, it was natural to record
lessons in order to get an idea of the real siinat the lessons. Interviews were also
made in order to get participants’ own views oni#gie. The first part of this chapter
describes the aims of the study and presents geameh questions. The second part
introduces the methods of data gathering and thicipants of the study. Finally, the

methods for analysing the data are discussed itagheection.

4.1 The aims and research questions

The purpose of the present study is to comparegipbsitive feedback in primary and
secondary school. The focus is in positive feedlgaein orally during English lessons.
Specifically, the study aims at investigating thesgible differences and similarities
between the two school levels since the pupils @relifferent age groups. The
hypothesis is that small children receive generalipre positive feedback than
adolescents. The study also strives to find oataittions or performances that lead to
receiving positive feedback: do pupils get positieedback for good work, good
behaviour or something else and in what proporfidasrthermore, the purpose of the
study is to figure out how the teachers’ and pupisws on positive feedback correlate

with each other.
The research questions of the present study are:
1) What is positive feedback like according to teas and pupils?

It is important to investigate the views of whatsipwe feedback is like so that the

comparison between teachers and pupils can be made.

2) What are the actions or performances that leapdositive feedback and how is it

given?

Pupils can receive praise for different matterghsas good behaviour or good work.
The aim is to find out how much positive feedbaabifs receive from each matter and
to compare the two school levels. Also, the purpssge find out how positive feedback

is given.
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3) What are the reasons for giving positive feedBac

The aim is to find out if positive feedback is givbecause it for example increases

motivation or for some other reasons.
4) Are there factors that have an effect on positeedback?

Factors such as gender, skill levels and workinthods can have an effect on positive
feedback. The purpose is to investigate which facdfect positive feedback in the two

school levels.
5) How do pupils’ and teachers’ views on positigedback correlate with each other?

Teachers can say that they for example give af Ipositive feedback to their pupils but
the pupils might have a different view on the maffde aim is to find out if the pupils
agree with their teachers’ views and to comparetwee school levels in this view as

well.

6) What kind of differences and similarities arerth between primary and secondary

school in giving positive feedback?

The aim is to find out if there are differencesvixn the two school levels in any
matters concerning positive feedback, such as itineuat of positive feedback or the
ways of giving positive feedback, and what the atéhces are like. Equally, the

possible similarities are of interest.

4.2 The methods for gathering data

In this section | will discuss the data gatheringtimods. Two different kinds of methods
were used in collecting data, observing and reogrdiessons and interviewing
participants, and they will, therefore, be discdsseparately. Observing is dealt with in
the first part with ethical issues related to obser in the classroom context. The
second part discusses the reasons for choosingiasgectured interview and reports
on the conducted interviews as well. The last paroduces the participants of the

study.
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4.2.1 Observing and recording lessons

Practicing observing is essential in order to ashieesults from observational data
(Stake 2010: 94). For this reason, | did initiaketvation on six classes, three from
each teacher, before doing the recordings. Pragtaeed to be useful: observing before
recording the classes gave me a clear picture at wimds of points | could find and

use in my study. More importantly, observing helpeel to create the questions for the

interviews.

Stake (2010: 90) argues that observing is a popumethod for gathering data in
qualitative studies. He (2010: 91) suggests thatrethare two different kinds of
observational data, which are “interpretive andreaggtive data”. Interpretive data
means that it is relevant and does not have tinked to any other points: it has value
in itself. As for aggregative data, it has to bewrwected to other data in order to be
relevant. For example the data from the recordedsels is both: some parts of the
observational data need to be linked to other @atarder to be significant but other
parts of it provide answers for the research qoestdirectly. For example, my second
research question (What are the actions or perfocegthat lead to positive feedback
and how is it given?) can be answered on the lmdise lesson observations but the
observations can also be compared to what the e¢emdbr the pupils said in the

interviews.

After practicing observing | recorded lessons: ¢h#s-minute lessons from thd' 6
grade and three 45-minute lessons from thgr@de. The group sizes varied from 10-20
pupils depending on the absences. The lessonsreeseded with a video camera. An
mp3-player was also used in order to make sureath#fte speech would be recorded.
The classes were taught by the teachers who were itiierviewed. In addition to

recording, | also made notes about the lessonelpoih the analysis of the recordings.

A variety of ethical points were also to be constdein recording the lessons. The
teachers were not aware of the topic of the prestaly during the recordings. | only
told them that | would concentrate on their behavizecause | wanted to make sure the
lessons would be as natural as possible. In additioth teachers agreed that it is best
to not to know the topic: otherwise it could hawb difficult for them to act normally
and not to pay special attention to their behaviogiving positive feedback. It was the
best solution also considering the reliability bé tstudy: otherwise the pupils and the

teachers might have acted abnormally, which woalkHed to unrealistic results. The
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pupils were also informed that the lessons woulddoerded and that the teacher was
the main interest of the study. In addition, th@if®i guardians were asked for written

consent for recording (see appendix 3) since tipdgpare minors.

Blommaert and Jie (2010: 27-28) argue that whena dagathered through observing
“there is always an observer’s effect.” They expltiat it means that an observer does
not normally belong to for example a classroom. presence of the observer has an
effect on the pupils and the teacher: they mightau the way they normally would.
However, Blommaert and Jie (2010: 28) state that@an avoid that by doing a lot of
observing and thus familiarizing the subjects wiith observer. In the present study, this
was done through initial observing: the subjectd t@e chance to get used to my
presence in the classroom. When the recordingsedtathey had already gotten
accustomed to me and seemed to act normally. lii@ddBlommaert and Jie (2010:
28) point out that the way one uses the camerahasdfect on the subjects: if one for
example follows the teacher around in the classradth the camera close to the
teacher’s face, it can be stated that the camdtgmisumably have an effect on the
teacher. In the present study, the camera wascld@dtthe back of the classroom all the

time. It can, therefore, be stated that its presdmad minimal effects.

4.2.2 The interviews

In this section, | will discuss the interviews. SEjrl will give reasons for choosing
interviews for data gathering methods and introdsemi-structured interview and its

challenges. | will then discuss the conducted ui¢svs.

Interviews help in finding answers that cannot band with for example observing
(Stake 2010: 95). It was, therefore, essential dadact interviews in addition to
observing and recording lessons. Otherwise, tha dauld have been one-sided and
could not have answered all the research quessensfor the present study. For
example the fifth research question (How do puplst teachers’ views on positive
feedback correlate with each other?) could not hbgen answered without the

interviews. Comparison is a vital part of the stgdythe interviews were essential.

According to Hirsjarvi & Hurme (2001: 43-47), themee differing forms of interviews:
structured interviews, semi-structured or thematierviews and open interviews. In a
structured interview the questions and the ordemwhich they are presented are

completely set beforehand, whereas in a semi-siredtinterview the questions are
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more like suggestions for topics of conversatiod #me interviewer can change the
order in which they can be presented. Hirsjarvi Hadme explain that a deep interview
consists of open-ended questions and can be diffittu differentiate from a
conversation. For the present study, a structurgdniiew would have been too
restricted and an open interview too difficult tonduct. Thus a semi-structured

interview was selected as the method for gathetatg.

Hirsjarvi and Hurme (2001: 35) state that a semiestred interview has many
advantages. Firstly, it allows the intervieweesstpress themselves freely. Stake (2010:
95) confirms that open questions are a good walgtihg the interviewees tell their
own views about the matter, through questions sichHow do you feel about this”.
Secondly, Hirsjarvi and Hurme (2001: 35) point that a semi-structured interview is a
suitable method for gathering information whersitiear that the answers will provide
many aspects and are ambiguous. Thirdly, they atigatthe possibility to ask for
clarifications is essential: otherwise some ofahewers might be impossible to analyse
because they would not be understood. The posgibiliclarifications and follow-up
guestions was especially important in the presdotlys because children were
interviewed as well. They often have difficulties expressing themselves both in
writing and in speech: interviewing gives the oppoity to ask for clarifications, which

a questionnaire for example does not enable. Téle far misunderstandings would
have been too great if a questionnaire had beed. uSeming up with easily
understandable questions for a questionnaire fer ghpils would have been too
challenging a task. For these reasons, a semitstadatcinterview was considered the

most suitable method for gathering data in thegurestudy.

Although a semi-structured interview is a usefulywé gathering information, there are
some challenges in it, as Hirsjarvi and Hurme (2@%) point out. First, the reliability
of an interview can be disputed. For example, titerviewees tend to give socially
acceptable answers that do not reflect the fanterdiews are not, however, the only
data gathering method in the present study. Seddinsiarvi and Hurme point out that
conducting an interview demands skills from theetiviewer. Thirdly, analysing the
results of the interviews is demanding becauseettege no set models for it. In

conclusion, one has to be well prepared for amvige and plan the analysis carefully.

It is demanding to interview children and espegialiiolescents as Hirsjarvi and Hurme
(2001: 132) argue. They explain that it is importEnmotivate adolescents in order to
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get them to answer the questions properly. In audithe interviewer should make
adolescents feel that he or she is interestedeim tiHowever, motivating the pupils or
showing special interest towards them was not ree@déhe present study because the
interviewed pupils were eager volunteers. Naturhllyformed my interviewees that |
was interested in their opinions, which showedrggein them. Also, the pupils had
seen me several times since the interview was difédd the observations: | was not a

stranger to them and creating a relaxed atmosptesdhus easier than with strangers.

The pupils were interviewed in two groups: the @aynschool pupils as a group and the
secondary school pupils as another group (see dime-structured interview form in

appendix 2). The pupils did not have any set oidewhich they presented their

opinions. Instead, the interviews were more likeugr discussions, which was useful:
the atmosphere was relaxed and it was evidenttibgiupils were carefully considering
the prepared questions and themes, such the cavicepsitive feedback, the amount of
positive feedback, the actions or performancesléaat to positive feedback, the effects
of positive feedback and equality in giving postifeedback. Both interviews were held
at the pupils’ schools and lasted 20 minutes. Tierviews were also recorded for
analysing with an mp3-player. Both interviews weomducted in Finnish. The pupils’

guardians were asked for written consent for inésving (see appendix 4) since the

pupils are minors.

The two teachers were interviewed individually (& semi-structured interview form
in appendix 1). There were two reasons for indigldaterviews: firstly, it would have
been too difficult to find a date suitable for exa@me to conduct a group interview and
secondly, an individual interview provides privafty the interviewee. After all, the
guestions were designed to make the teachers cplatintheir work in detail, which
can be a sensitive matter. For example, one ofethehers told me she began doubting
if she actually executes the points she presendetnportant in her way of giving
positive feedback. It is best to deal with suchodé¢ matters privately. The interviews
were held at the teachers’ workplaces and lastedi@Qtes each. Both interviews were
recorded for analysing with an mp3-player. | haépared a set of questions and
themes, a semi-structured interview questionndig,the interviews were more like
conversations with the exception that | made slrefamy questions were covered.

Both interviews were conducted in Finnish.
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4.2.3 The participants of the study

The participants consisted of a primary schooltiegca secondary school teacher and
their pupils. The school where the participants fioen covers both primary and
secondary school and is situated in Central Finlafidst contacted the teachers via e-
mail and they agreed to participate in the studythBeachers are women, have at least
five years’ experience of teaching and have alsmhtain primary and secondary
school. They both also had a class with pupils wfable age for the present study
whose lessons | could observe. Then | asked farnteers among the pupils for the
interviews: the interviews were conducted afterostiso the participants had to be
volunteers. The primary school pupils were thretsgind one boy from the"&grade
and the secondary school pupils were six girls fthend" grade. | did not ask for any
background information about the participants beeate aim of this study was not to
compare the pupils’ answers for example with th@ickground. Instead, the aim was

simply to investigate the participants’ opinionspmsitive feedback.

My original intention was to get an even numberbofs and girls from both school
levels to be interviewed but it proved to be imploiss The boys were not against being
observed but they were in general not interestguhiticipating in the interview and |
did not want to force anyone to take part in ititijggpants who do not actually want to
participate are evidently not the best sourceriagthful answers that would be valuable
for the analysis. Moreover, the purpose of the ystigl not to compare gender
differences in views on positive feedback. Thusgttled for the pupils who volunteered
and were eager to do the interview. For the sam®ore the number of the participating
pupils in the two school levels is not the same, Buce there were no more volunteers

and | did not have time to find more interviewdesgttled for the ones | got.

4.3 The methods for analysing data

In this section, | will discuss the method for aisalg the data. | will first deal with the
analysis of the interview data. Then | will disctiss analysis of the observational data.
It was logical to analyse the interviews first:dt@n understanding of the teachers’ and

pupils’ views, which | could then compare to theeiation in reality.

Content analysis was chosen for the method of amsalfor the interviews. As
Krippendorff (2004: 21) states, texts, such asnaw speech, are the start for content

analysis. He (2004: 18) explains that content aislg making conclusions from a text
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and then using the conclusions. For these reasongsent analysis was chosen as the

most suitable method for analysing the interviews.

Before starting the analysis itself, | made rougimscriptions of all the interviews. The
purpose was to get the data into a form that wbel@asy to analyse. | paid no special
attention to details, such as marking rising intmma in making the transcripts because
the purpose of the present study was to investige®s and opinions, not to do
conversation analysis. Instead, | only focused dting down everything that was said
during the interviews in a clear form for analysifiganscribing was time-consuming

but proved to be useful for the analysis, which & easier to do.

After transcribing | started analysing the dataically. In order to find the most

important issues | went through the data in pdirst | examined the teacher interviews
and then the pupil interviews. | searched for rafgvssues in every transcript keeping
the research questions in mind. After each paradena summary of the main findings.
After that | started coding the findings. Stakel@0151) explains that coding means
grouping the data according to different themes llaae significance for the study. He
argues that it is a natural part of qualitativelgsia. Furthermore, he states that coding
reveals the most important matters for the studyerAcoding | started comparing the

teacher interviews and the pupil interviews witkeleather and lastly with the recorded

lessons. The findings of this analytic processdiseussed in the next chapter.

The recordings provided a lot of video material#is obvious that it would take a lot
of time to analyse the recordings. Thus | startéd making rough transcriptions on the
recordings: writing down everything in a clear fomas necessary for the analysis, as
was the case with the interviews. Then | definecgtwkinds of comments from the
teachers would count as positive feedback. It veay ¢ do because there were not that
many different kinds of expressions or words thatewsed: good, excellent, that's the
way to do it and good job are examples. The samdskbdf expressions were also
mentioned in the interviews, which was importantoosider in comparing the answers
and the reality. After that | started searchingdibnations where positive feedback was
given, counted their amount and wrote down if theasions dealt with individual or
collective feedback. After that | marked some afsth situations to be used as examples
in the study. | also categorised the positive comtsiemade by the teachers based on the
pupils’ actions that lead to positive feedback.mantioned, | compared the results of

the recordings with the interviews lastly.
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5 THE RESULTS

The results are presented and discussed in thigeshd he first section deals with the
teachers’ views and the second with the pupilsivgieComparisons between the pupils
and the teachers and between primary and secorsdagol are made in the third

section. The last section presents the lesson \adigars and compares the two school

levels with the results from the interviews.

5.1 The teachers’ views

The teachers had agreeing and disagreeing opireongositive feedback. In this

section, | will compare their views and discuss hbey relate to previous research as
well. | will present extracts from the interviews order to give a clear image of the
teachers’ views. Abbreviation PT will be used tterdo the primary school teacher and

ST to the secondary school teacher in the givemples.

5.1.1 The concept and the amount of positive feedtla

The teachers had ambiguous views about what pesiéedback is. The secondary
school teacher started answering by stating thaitipe feedback often means saying
“good” to a pupil’s correct answer to a questioxaf@ple 1) whereas the primary school
teacher started by talking about smiling and exgioes but also mentioned reacting to
pupils’ questions as did the secondary school wa#xample 2). Kauppila (2006: 35)
mentions that smiling tells about friendliness ap&nness, which support the primary

school teacher’s answer to what positive feedbsck i

1. ST: Quite often it's when we go through an exercisé arpupil says the
correct answer and then you say yes, that’s rigiti/\good... That's the
first thing that comes to my mind. Then | hope thgive feedback on
other things as well like good behaviour or eventbimgs that have
nothing to do with English classes and that | haveonnection to the

pupils.

Monestihan se on sitd etté kun tarkastetaan joj@aioppilas sanoo oikean
vastauksen niin sitte sanotaan etta juuri ndin javédn ja excellent. Etta
varmaan se tulee ensimmaisend mieleen. Sitte ttidgtyigon etta sita
palautetta tulis annettua muustakin mita siellaahpu etté just niin kun
hyvasta kaytoksestd ja opetettavaan aineeseegniitttomista, et ois
semmosta inhimillistéa kontaktia niihin.
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2. PT: If you think about the most basic things yon say that a smile or a
positive expression is positive feedback. But also praising words...
And then if you think about checking an exercisd amen the pupils
answer you say good excellent very good... Thatts @dsitive feedback.

Jos lahet&a ihan niin ku yksinkertasimmista nibeehymy tai positiivinen
ilme. Mut tietysti sitte se on kehusanoja. Ja sitten mielesté positiivista
palautetta on sekin ettd jos aatellaan ihan tehtétgrkistamista ja sitten
ne sanoo jotakin ja miné ettd yes good excellent geod. Kylla sekin on
positiivista palautetta.
It is interesting that the secondary school teashated off with responding to pupils’
correct answers whereas the primary school teanbationed that as a last point in her
response. However, the comments reflect the pupgs’and the difference between the
school levels: in primary school teachers mightcemtrate more on being not only
teachers but also warm and encouraging people whisecondary school the lessons
are more about the subject that the pupils arecagapto learn. One can argue that the
lessons are more matter-of-fact in secondary sctmawi in primary school. Hence, the

given feedback is more mechanical and exerciseveaike

As discussed in chapter 3, it is difficult to driéatiate the concepts of praise and
positive feedback. However, one can suggest tlaseincludes the teacher’'s emotions
whereas positive feedback includes more mechargsglonses to pupils’ answers and
actions (Brophy 1981: 5). If one uses Brophy’sidigton, one can also state that the
primary school teacher considers positive feedbimcknclude praise, whereas the

secondary school teacher sees positive feedbaak @asomechanical responses.

When asked about the amount of positive feedbaektdlachers’ answers differed
greatly. The primary school teacher answered withesitation that she gives a lot of
positive feedback (example 3) while the secondahoal teacher estimated that she

does not give enough positive feedback (example 4).

3. PT:In my opinion | give a lot of positive feedbackylto teach others to
do it as well. You achieve so much more with pasittedback than with
negative feedback.

No omasta mielestani maa annan aika paljon. Ku mi@ry opettaa sita
muillekin ettd kehulla saa enemman aikaan ku mokisatla.

4. ST: Probably way too little. It's a matter that ydon't necessarily think
about that much. And then quite often you assumeythur pupils just
know when they get something right and that's lalyigpositive feedback
that they actually get it right rather than me el them that it was
correct and well done.
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Varmaan ihan liian vahan. Se on jotenkin semmongia aita ei tuu
valttamatta hirveesti aina mietittyd. Useesti @attehka etta ne oppilaat
esimerkiks vastatessaan oikein niin jotenkin... B&&iitos tulee siité et
heilla meni oikein kun siitd ettd ma varsinaisesinon niille ettd hyva
hienosti meni.
The differing views here again reflect the diffeserbetween the age groups. As stated
in the theoretical framework as well, Henderlong &epper (2002:790) mention that
not all teenagers like to be praised whereas Brg¢pB83: 280) explains children to be
more likely in want of praise because they wanplease their teacher. The teachers’

answers support these views and are, thereforesunptising.

The secondary school teacher did, however, merdloout differing practices with

different groups than with the group whose classa® observed for the present study.
The amount of positive feedback that she gives nidpalso on the level of the group:
surprisingly weaker groups receive more positivedfeack for succeeding than groups

with good skills (example 5).

5. ST: Especially with this group (the observed grougplere pupils have
good skills on average | don't think that | giveoagh positive feedback.
Whereas | can immediately think of another grougnetpupils have poor
skills and you just have to give them credit foretyeopening their mouth
and say yeah good, way to go for trying. You jugieet more from these
guys and that's probably the reason why | don'tegas much praise to
them.

Varsinkin tan luokan kanssa jotka on keskimaaosi hyvid niin niita ei
tuu riittavasti kehuttua. Sit heti tulee mieleekyaoinen luokka joka on
tosi heikko niin niitd on pakko jo siita etta neasaaikka suun auki niin
kun et hyva hyva hienoo ku yritit. Kun ndiltd nkan odottaa paljon
enemman niin ehka sité kiitostakin tulee jaettua&rivahemman.
Clearly, giving positive feedback is a way of en@ming weaker pupils for the
secondary school teacher who also demands moretfrose who have good skills. She
does, however, admit that she does not give enpaghtive feedback to the group that
was observed because she is used to them perfosoirvgell all the time. One can
criticise her philosophy: all pupils need and desepositive feedback despite their
skills or talent. Henderlong and Lepper (2002:78&)firm this as well by stating that
every pupil should receive praise despite posgider grades. The primary school
teacher, on the other hand, tries to give posiiaaxiback to everyone who does well

(example 6).

6. PT: I think | give positive feedback all the tinités like a reflex.
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Mun mielestéa koko ajan tulee mulla sita yes gooa. orSrefleksi.

One of the hypotheses of the present study wassthatl children get more positive
feedback than teenagers. The answers from thegeashpport it too. As Henderlong
and Lepper (2002: 790) also state, it can be ahgilg to give positive feedback to
teenagers. It is, therefore, not surprising thatosdary school pupils receive less
positive feedback than primary school pupils, aistefrom the participating teachers.
However, there might be some primary and seconsieitgol teachers who would give

disagreeing answers.

5.1.2 The importance of and the reasons for givingositive feedback

In this section, | will first deal with the importae of giving positive feedback in
general and then move on to presenting specifitemsathat the teachers consider as

their reasons for giving positive feedback.

Both teachers agreed on why it is important to giesitive feedback. They answered
that motivating the pupils is the main reason fieing positive feedback (examples 7
and 8).

7. ST: It is so clear that when you just try to givesitive feedback and
sometimes even make up something positive to stneno they become
more motivated. It is very important.

Sen ihan selkeesti huomaa, ettd kun niita jaksdmdga valilla vahan
keksiakin jotain positiivista sanottavaa niin ne a@han enemman
motivoituneita siihen tekemiseen. Etta kyl se keinviéirkeeta on.

8. PT: Because that's how you get the children do dwetter. When you
praise children of this age they do twice as betiotivating, that's the
only reason.

Sen takia etta silla saa lapset paljon parempiirorguksiin. Kun tan
ikasta lasta vahan kehasee, se tekee kaks kerteapan... Motivointi, ei
siind oo mitaan muuta.

Both teachers mentioned motivation as the only aea®r positive feedback. Its
importance for motivation is confirmed also by fxample Henderlong and Lepper
(2002) who state that positive feedback can definitncrease students’ motivation.
However, it is surprising that neither teacher adllkabout using positive feedback in
promoting good behaviour in the classroom, whichil@dchave been expected. The
teachers presumably use other ways in promotingl dmehaviour. It is also worth

noticing that the secondary school teacher corsigesitive feedback important for
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motivation but yet admits that she does not giveugh feedback. The statement is
contradictory: since the teacher regards motivategpupils and especially the role of
positive feedback in motivating significant, it wdube natural that she would be

inclined to give a lot of positive feedback.

One can give positive feedback about different ematt such as good behaviour
(Henderlong and Lepper (2002) or effort (BurnetD20 According to the teachers,
there are some similarities and some differenceghiat kind of actions from the pupils
lead to positive feedback. The main differencehat the primary school teacher first
answered with a simple “for everything” (example When the secondary school

teacher immediately started to talk about doinga@ses (example 10).

9. PT:. Everything. For good behaviour, exercises tlaie well done,
encouraging fellow pupils, helping a friend, eveigy. From anything
that you can give feedback, you can give posigedifack.

Kaikesta. = Hyvasta  kaytoksestd, hyvin tehdyista &atests,
tsemppaamisesta, kaverin auttamisesta, kaikestastdMvaan pystyy
antamaan palautetta nii pystyy antamaan positia/igalautetta.

10.ST: In practice it's probably so that positive feadk is given mostly on
the good work on exercises and tasks that theysapposed to do. For
behaviour probably less. Then again you assume thist class[the
observed group]pehaves well so you don’'t have to encourage them
through positive feedback.

Kaytanndssd se menee niin ettd eniten just niistidvista mita on
pyydetty tekem&an ettd se on tehty hyvin niin diuti&e palautetta.
Kaytoksesta varmaan vdhemman. Sitte taas tan lukkassa oletus on
etta he kayttaytyvat hyvin niin sita ei tarvi jot@nkannustaa sita kautta.

Again, the differences between the teachers’ viengsclear. One of the aims of primary
school is to raise children comprehensively to gotizens with strong self-esteem.
Considering that aim it is not surprising that drnohlldren receive positive feedback on
several factors. Secondary school, however, eVigémtuses more on giving children

skills and knowledge for further education evenutto it continues the educational
work started in primary school. Hence, secondampstpupils receive feedback mostly
on performance. As Mueller and Dweck (1998) hauenth positive feedback on the

effort that the performance demands increases thtévation to learn more. Teachers
should take that into account when giving posifeedback on performances. However,
according to the secondary school teacher the enatieach group has an effect on
positive feedback: to some groups one has to givditcfor any possible improvement

because for some pupils it might be a challenge &vsit on their seats (example 11).
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11.ST: With some groups you just have to give posidedback like hey, it
was nice that you were able to sit calmly on yaatsoday.

Jonkun luokan kanssa jo siitd ettd kiva ku istuifi@da paikoillanne
tuolilla nii siitd tulee palautetta annettua.
One point is particularly interesting in the secanydschool teacher's answer about
which actions she gives feedback on. She explamediving much positive feedback
to the observed group for behaviour because shenassthat they always behave well

(example 12).

12.ST: It is a given that they behave well so theredgeason to encourage
them to do that through positive feedback.

Oletus on ettd he kayttaytyvat hyvin niin sitdagvi jotenkin kannustaa
sita kautta.

It is surely easy to assume that pupils know theydaing well but it raises the question
of the pupils’ motivation to behave well if theyves get credit for doing so. As
discussed in 3.2, receiving feedback is essemtidé¢arning (Sinclair and Brazil 1982:
44). Even if students are assumed to do somethiglg itvdoes not mean that they
should not be given positive feedback about it. phpils might even change the way

they behave if they never receive positive feedlzdmut it.

5.1.3 The ways of giving positive feedback

Positive feedback can be given individually andlesively (Brookhart 2008). The
teachers’ answers differed greatly in this viewe Tnimary school teacher said that she
gives individual and collective feedback equallyeieding on the situation (example
13). As for the secondary school teacher, she amsibat she uses mainly individual
feedback but that it also depends on the groumipieaal4).

13.PT: It depends so much on the situation. If a chikt behaves poorly and
then corrects his or her behaviour, then | giveifros feedback about it.
Equally if a group behaves poorly and then | te#rm to stop and behave
well and they do it, then they receive positivellieek collectively. | use
individual and collective feedback equally.

Se riippuu niin tilanteesta. Jos esimerkiks yk&éyttaytyy huonosti ja
sitte korjaa kaytostaan niin sen jalkeen ma kehtién Samalla tavalla jos
joku ryhma kayttaytyy huonosti nii sitte ma kurnaooniita ja sitte kun ne
korjaa kaytostddn ma annan siitd positiivisen p#leen. Ja yhta paljon
annan molempia.
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14.ST: | give collective feedback probably pretty tgrand again with this
class[the observed groud]think it's more about the individuals. To other
groups | might say something like you all behaved wwday. But with this
group | use mostly individual feedback becausest fion’'t know what
they get out of it if | say that you all did wedldy. So | think it has to be
about individuals’ actions.

Ehka harvemmin tulee annettua kollektiivisestickpkrukalle ja jalleen
tad luokka[observoitu ryhméahiin ma luulen et se kohdistuu aika lailla
tiettyihin tyyppeihin. Toisissa luokissa tulee atture semmosta palautetta
etta olitte tandan kauheen kivasti. Mutta tan pamlkanssa ehka eniten
yksilgittain, kun en tiid etta mita ne saa siitéi jos ma sanon niille etta
tdndd meni tosi kivasti. Etta se on pakko tullatgos yksittéisesta
toiminnasta.
As Henderlong and Lepper (2002: 786) state, pugliisuld always know why they
receive feedback. It is, therefore, interesting granary school pupils seem to receive
more collective feedback than secondary schoolestisd collective feedback can seem
vague to many pupils and especially to small chiidit might be difficult to interpret.
However, as the primary school teacher mentionkd, aways tells her pupils what
they did right and for what reason they are beiraised. One can say that she tries to

be clear in that sense.

The secondary school teacher brought up an integegtoint when talking about
individual feedback. She mentioned that teenagies @refer individual feedback that
is given privately because if they were given pesifeedback in front of the whole

class they might be seen as teacher’s pets (exdbple

15.ST: It goes along well with the age period that ymt feedback a bit
secretly so that you don’t get the reputation ahbehe teacher’s pet. It's
pretty terrible that sometimes it might be beshtd say anything at all
than always give credit to the same people.

Kyllahén se siihen ikdkauteenkin sopii etta se p@aulee siella vahan
vaivihkaa ettd ei tarvi saada sitéd mainetta, ettAapettajan lellikki. Mika
on aika kauheeta niin mieluummin jopa jattaa santankun etta tiettyja
tyyppeja kehuu aina.

Brophy (1981: 20) also explains that pupils consigesitive feedback from their
teacher in different ways. According to him, son@ifs might avoid receiving positive
feedback because they do not want to be regardddaaber’s pets. The secondary

school teacher’s answer is thus in line with Broptwew.

According to the teachers’ answers, there is audifice in how they use praise words.

The primary school teacher answered that she krgbyines to vary her praise words
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as much as possible (example 16) whereas the sagoschool teacher replied that she
does not think about which words to use and thatwiords come naturally to her

(example 17).

16.PT: When | was doing my teacher training | kepingsexcellent all the
time. Then | realised that | needed to change tjeave. So yes, | try to

vary.
Joskus harjoitteluaikana mulla alko aina tulla ekest nii sitte tajusin
etta pitaa vaihtaa adjektiivia. Niin yritéan varicad

17.ST: | really don’t think about it at all, it's judtke one person talking to
another. Maybe with some groups | sometimes mighk that okey what
is the best thing to say here and now | should @bbpsay this.

No en oikeesti mieti yhtaan etta ihan niin kun imem ihmiselle. Ehka
jonkun toisenlaisen ryhman kanssa valilla mietité etnitd kannattaa
sanoo ja nyt varmaan kannattais sanoo nain.

The biggest difference in the way the teachersrtegimut praising concerns the use of
I-messages. As discussed in 3.1, I-messages cadimeeyeacher’s feelings about a
specific matter (Gordon 2006: 179). The primarycsdhieacher explained using them a
lot (example 18) whereas the secondary school ézadbes not use them at all
(example 19). Instead, she regards them suitabl@rimary school, which evidently

supports the primary school teacher in using |-agss.

18.PT: Yes, especially with collective feedback | sap something like it was
really fun working with you guys. So no, | don’eumly praisal words.

Kylla, varsinkin kollektiivisessa kehussa tuleet&tya, ettd olipas teidan
kanssa kivaa. Etta ei pelkastaan kehusanoilla.

19.ST: | don’t use I-messages with pupils of this dgeould be weird to say
that I'm so happy because you did so well. It isarsuitable for primary
school.

No en kayta tammosia mind-viesteja tan ikastendarse tuntuu hassulta
sanoa, ettd ope on nyt tosi iloinen, kun sina méin. Se kuuluu sinne
alakoulun puolelle.

In conclusion, one can say that there are diffe@srmetween primary and secondary
school based on the teachers’ views. The primadrgadeacher reported that she gives
both individual and collective feedback whereas skeeondary school teacher gives
mostly individual feedback. She also mentioned thadecondary school pupils often
prefer feedback that is given privately. Anotheffedence is that the primary school

teacher tries to vary the words and expressionsisée when giving positive feedback,
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whereas the secondary school teacher stated tlatdebs not think about the
expressions she uses. In addition, the secondhopkteacher does not use I-messages
but considers them suitable for primary school, cvhsupports the primary school
teacher who uses them.

5.1.4 Factors affecting giving positive feedback

In this section, | will discuss the factors thavéan effect on giving positive feedback.
The teachers mentioned working methods and puads’ and skill level as the main

factors affecting positive feedback. Gender andhbityuare also dealt with.

Both teachers agreed that the working methods evfebson influence giving positive
feedback. Their views differ, however, in what kiofdeffect it has. The primary school
teacher explained that exercises and tasks haveffant on the feedback being
individual or collective (example 20). As for thecendary school teacher, she
mentioned the effect being that if pupils do sonmgthproductive themselves, they

receive more positive feedback than for regular@ses (example 21).

20.PT: If we do something quietly everyone on thein@nd | go around in
the classroom, then | whisper praisal words infteit ears. If we do some
nice exercise together or we play a game, thervé giositive feedback
more collectively.

Jos on hiljasta tyoskentelyd ja ma kierran kattosaasii sit ma supatan
korvaan kehuja. Jos me tehaan yhessa jotain kiza@tusta tai pelataan
pelia nii sit se on kollektiivisempaa, kaikille jattua kehua. Tyotavat
vaikuttaa tosi paljon.

21.ST: Well, of course if the pupils do something g&ues, such as a drama
or they give a presentation, then | give more feedbthan normally. |
give more positive feedback from that than whencldhg regular
exercises.

No tietysti jos siella on jotain oppilaslahtostatéetne tekee jonkun
draaman tai esityksen niin sitte tulee annettua jguel positiivista
palautetta. Ettd enemmén tulee annettua semmosésta siita
normitehtavasta joka tarkistetaan.

The teachers had mostly agreeing opinions wherdaskether the pupils’ age has any
effect on giving positive feedback. The secondatyos| teacher clearly explained that
there is a difference between the two school le(@sample 22) whereas the primary
school teacher first answered that giving posifeedback is the same regardless of the

group (example 23) but came to the same conclwesdhe secondary school teacher in
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the end: one has to be genuine with teenagers. Ki#88: 109) confirms that positive

feedback should be genuine and spontaneous.

22.ST: Teenagers spot when you are faking it so yaillyrédave to mean
what you say. You have to be genuine and also thosssages work only
in primary school. Here you can't talk like thatjust doesn’t work.

No teini-ikaset huomaa jos siella feikkaa etta @itikeesti tarkottaa sita
mitd sanoo. Pitaa olla aito ja sit myds ne minastite toimii vaan
alakoulun puolella. Taalla semmonen lassytys @nioi

23.PT: There is no difference. When | taught in seaopndchool the pupils
were just as excited to get positive feedback aélgpin primary school.
Well, maybe they understand more complicated egjmes. The
difference might be that secondary school studeoti&e when you are
not being genuine, that “you’re praising just besauyou have to“. You
have to be genuine.

Ei siind oo eroa. Kun méa opetin ylakouluikésia rieiltan yhta liekeissa
siitd kun ma kehuin niitd. No ehkd ne ymmartaa maortkasempia
kehuja... Ehk& se ero on, ettd ylakouluikdset haisan, jos se on
epaaitoa, ettd “kehut vaan kun se kuuluu asiaan®e §Bitaa tulla
sydamesta se kehu.

The teachers had differing views on giving positieedback to everyone equally in
general. It is natural that teachers like somelpupore than others but everyone should
receive positive feedback equally. The secondarfioaic teacher immediately
recognised that it is difficult to make sure thaktmyone receives positive feedback
equally (example 24). The primary school teacherthe other hand, explained that she
tries to guarantee equality by making sure thatryeree gets the floor regularly
(example 25). However, it has to be taken into antdhat getting the chance to say

something does not mean that one will automatigalypositive feedback too.

24.ST: | would lie if | told you that | think aboutlifpraise pupils equally or
not. It's a good idea and of course it should lxe fihat. But then in reality
| am usually focusing on the weaker ones in oradegét them to do
something. And then the quiet, hard-working onésadly get ignored.

Valehtelisin jos vaittaisin ettd miettisin annankasapuolisesti kaikille
palautetta. Ideanahan se on hyva ja totta kai sgfigolla niin. Mutta
sitten kaytdnndssd ma haaraan niitten heikompiemaduja yritdn saada
niitd tekemaan jotakin. Niin sitten ne hiljaset &gwvekijat kylla jaa
oikeasti unholaan.

25.PT: | try to give the floor to as many pupils assgible so that as many
pupils as possible gets to answer and | can sayotfjco as many as
possible.
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Yritan koko ajan varioida sita etté kuka on danegstia mahdollisimman

moni paasee aaneen ja ma pystyn sanomaan mahaiwliean monelle etta

“good”.
According to both teachers, pupils’ gender has ffieceon giving positive feedback.
Especially the primary school teacher emphasisatisthe pays a lot of attention to her
teaching being equal (example 26) but also thersksny school teacher agreed on the
matter. However, she made a point of not knowing ttee situation is in reality as she
has not pondered it consciously (example 27). Tédésie will be discussed in 5.4.
Henderlong and Lepper (2002: 787) state that boghtnirequently receive positive
feedback for their achievements whereas girls ogen positive feedback for good
handwriting or a clearly organised notebook. Th wot, however, come up in the

teachers’ answers.

26.PT: Gender has no effect. I'm really careful withat | insist that my
teaching is exactly the same for boys and girls.

Ei vaikuta. SiitA m& oon hirveen tarkka. Ma pidéngin ja hampain
kiinni siitd etta mun opetus on tytdille ja pojiiégsmaéalleen samanlaista.

27.ST: | would say that it has more of an influencéhé pupil is weak and
needs a lot of encouragement. But | don’t know fhiowe in reality.
Because quite often girls are hard-working so yssume that they do
everything whereas boys might be a bit lazy andemior need of
encouraging. But | haven’t thought about it conssiy.

Luulisin et ennemmin vaikuttaa se ettd onks opiikko, etta tarviiko se
sitd kannustusta. Mutta mita se sitte kaytanndssa Kun monesti tytot
tekee santillisesti niin oletus on etta heilla oontma hanskassa ja sitte
pojat taas voi olla vahan laiskempia ja tarvitadskannustusta enemman.
Mutta en oo miettiny sita tietosesti.

The secondary school teacher’'s point about theat&iw in reality is valid: it is
challenging to execute equality in the classroord aspecially to monitor if it is
executed all the time during every lesson. The answhow at least that neither teacher
intentionally favours either gender, which is eneming. If one wants to support
pupils’ growth towards individuals who support elifyain society in general, it is of
importance that teaching is equal too. Equality Wé discussed more in 5.3.4 where

teachers’ and pupils’ views are compared.

The question of whether or not pupils’ skill levels an influence to the kind of positive
feedback they receive was difficult for both teashét first, they said that they had

never even thought about the matter. They had, Yenesomewhat agreeing views:
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both give positive feedback more easily to the Isupiho tend to perform poorly

(examples 28 and 29).

28.ST: | feel that | give more positive feedback t® weaker students and |
think more about the situations when to praise théfereas | feel that |
let the better groups just slide and | assume they know they're good. |
think there’s a clear difference there.

Musta tuntuu siltd, ettéd niitd heikompia tulee kitha enemman ja tulee
enemman mietitty& ettd nyt pitais kehuu. Kun sittéuu etta naa hyvat
ryhmét menee vaan omalla painollaan ja olettaa égétietavat olevansa
hyvia. Kylla siina on selkee ero.

29.PT: | consider it important that the weaker pupyet positive feedback
regularly. Maybe | am more prone to give positigedback to the weaker
ones. But that you're an A-pupil doesn’t mean f§@i don’t need praise.
| give praise to those pupils just as much.

Ma pidan tarkeena etta heikko oppilas saa tasagesitiivista palautetta.

Ehk&d ma herkemmin kehun sitd heikkoa. Mutta eitte aet kympin

oppilas tarkota ettetko tarvis kehuja. Kylla médkin kehun ihan samalla
tavalla.

It is important to notice how the primary schoohdker emphasises that she gives
positive feedback to everyone even though she gtvemre easily to weaker pupils,
whereas the secondary school teacher clearly adkdges that the pupils who perform
well are sometimes left without praising. The difiece between the teachers’ views is
significant. The secondary school teacher makewsetier, a valid point about the

atmosphere in the classroom and positive feedtm@angple 30):

30.ST: | think it is justified to encourage the weakeres through positive
feedback if that's how you create an atmospherer@vjpeu know that you
can get positive feedback without being alwaysegoérf

Mun mielesta se on perusteltua kannustaa heikogimumalla jos silla
saa luotua semmosen ilmapiirin ettd niitd kehujagaa vaikka kaikki ei
mee ihan taydellisen hyvin.

Brophy (2010: 101) also states that it is of gregportance that the teacher tries to
motivate the pupils who show little interest towssthool work and rarely perform

well.

5.1.5 Summary of the teachers’ views

The teachers were in agreement in many matterstlyFithey consider motivating
pupils as the main reason for giving positive feab Secondly, positive feedback

should be equally given to all students but theylt® give it more easily to pupils who
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usually perform poorly. Also, they do not think thgender has any effect on giving
positive feedback and that teaching should be efguaveryone. Thirdly, they agreed
on the fact that one has to be genuine when gipiwgjtive feedback to adolescents.
Lastly, both teachers regard the working methods lekson as an influencing factor to

positive feedback.

Although the teachers agreed on many matters, dét®y had differing opinions on
certain issues. Firstly, they had somewhat diffpnmews on the concept of positive
feedback. The secondary school teacher regardsré as a mechanical way of reacting
to pupils’ answers, whereas the primary schoolhiteaconsiders positive feedback a
mixture of smiling, positive expressions and pragswords. Secondly, the primary
school teacher gives a lot of positive feedback reie the secondary school teacher
estimated that she does not give enough positedbick but that it also depends on the
group. Thirdly, the secondary school teacher gpesitive feedback mostly on good
work with exercises and tasks, whereas the prinsamtyool teacher gives positive
feedback on good performances in anything. Fourthly primary school teacher gives
an equal amount of individual and collective fearkpavhen the secondary school
teacher gives mostly individual feedback. She alguained that it is more suitable for
secondary school pupils. Lastly, the secondary @ckeacher does not think about
which praising words to use nor does she use |-agess whereas the primary school
teacher explained that she varies the words she ars# that she uses I-messages as

well.

5.2 The pupils’ views

In this section | will discuss and compare the @rynschool and secondary school
pupils’ views. Abbreviation PP will be used to refe primary school pupils and SP to
secondary school pupils. The abbreviations areetinko numbers which indicate
different pupils. At the end of the section, | wgresent a summary of the main
findings. The pupils’ views will then be comparedhmhe teachers’ views in 5.3 and
also discussed in 5.4, where the observations aa¢/sed and linked to all of the

interviews.
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5.2.1 The concept and the amount of positive feedtla

Both primary and secondary school pupils agreedtviira term positive feedback
means. They had practically identical answers abmitasic meaning of the concept

(examples 31 and 32).

31.PP1: It means that you praise. That you say “welhel".
Semmosta etta kehutaan. Sanotaan etta “hyvin tehty”

32.SP3: It's praising. That you praise someone elsaisk.
Siis se on sitd kehumista. Kehutaan sita toisetatyo

Clearly, all pupils know what positive feedback m&aThey share the views of
Henderlong and Lepper (2002: 775) who explain tjiging positive feedback means
commenting one’s work or achievements. It is nopssing that the pupils are able to
explain the concept and even agree on the meatl@y. presumably consider it

straightforwardly without any complicated explapas.

Secondary school pupils presented, however, additipoints relating to positive

feedback that primary school pupils did not bripg(examples 33-35).

33.SP1: And even if you didn’t quite succeed you adrprpised for trying.

Nii ja vaikka ei ois ihan kunnolla onnistunu niitkgaan siita ettd on
yrittany kuitenkin.

34.SP3: It doesn’t necessarily have to come from #aher, you can get
positive feedback also from other pupils.

Sen ei tartte tulla valttaméttd vaan opettajaltaamase voi tulla myds
oppilailta.

35.SP4: And it's also constructive, it tells why somreg is good. It's
justified.
Sit se on my06s rakentavaa, et miks on hyva. Pédtueste

It is not surprising that secondary school pup#sl iImore to say about the topic and
more versatile answers than primary school pughsy are more mature and have more
experience on school work in general. Example 33 #bout an important issue in
learning: one can get positive feedback not onlyachievement but also for trying.
Example 34 about peer feedback is another validtii@cause peer feedback is a useful
way to implement positive feedback in the classrodm Henderlong and Lepper

(2002: 790) also explain, teenagers want to stafyiendly terms with their peers. Peer
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feedback is, therefore, more likely to be encourggnd positive than discouraging.
The statement about feedback being constructivaniele 35) is also worth noticing.
Secondary school pupils do not want to be meradyspd: they also want to know why
they are being praised and what specifically isdgootheir performance. They have
evidently more complex tasks than primary schoglilsuso it is not always clear, what
specifically is done well. Henderlong and LeppefQ2 786) confirm that giving
precise feedback to pupils will give them knowledige only about their strengths but

also the skills they still need to practice.

The pupils had differing answers about the amounpasitive feedback that they
receive. Primary school pupils were in utter agreeithat they get a lot of positive
feedback from their teacher (example 36) whereasesgecondary school pupils
expressed that their teacher could give even mosstipe feedback (example 37).
Furthermore, the overall impression was that seagndchool pupils do not receive

enough positive feedback in general.
36.PP4: A lot.

Paljon.

37.SP4: Some teachers give more positive feedbacknadirsure if we get
that much positive feedback from our English teache

Jotkut opettajat antaa kyl enemman. En ma tiid sald me enkun
opettajalta niin paljo.
Two of the secondary school pupils brought up apairtant point that all the others
agreed on (examples 38 and 39). They explaineddabanuch positive feedback is not
hoped for.

38.SP1: It wouldn't feel like praise anymore, if we dall the time.
Ei se sit enaa tuntuis kehulta jos sité saataisikako ajan.

39.SP6: If you get used to it, it doesn't feel likgylaing anymore. So on the
other hand it would be better that you got praisgydor the things that
you have really succeeded in.

Jos siihen tottuu nii se ei tunnu enda miltdantogtaalta ois kivempi et
kehuttais oikeesti onnistuneita juttuja.

The pupils make a relevant point: teachers shooldjive positive feedback too easily
or constantly. Brophy (1981: 21) verifies theirwietoo much praise can even lead to

unwanted responses with some pupils. If positieslifiack is given easily, it decreases
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the motivation to strive for excellence. Insteagpifs might settle for performing below

their real skill level.

5.2.2 The importance of and reasons for giving pdsie feedback

In this section, | will first discuss the reasoniywpupils regard positive feedback
important in general and then move on to the sjeaidtions from which they are given

positive feedback: performance and behaviour.

All the pupils agreed on the fact that positivediegck increases motivation (examples
40-42). Their answers were expected. As llies, BeiP& Judge (2007) found in their
study, positive feedback increases positive emstimmong students and can indeed

promote their motivation.

40.PP3: It encourages you to try.
Se rohkasee yrittamaan.

41.PP1: If you only get scolded for or you never gey @ositive feedback,
then you don't feel like working any more. Butadfiyget positive feedback
you start to feel that hey, this is actually fun.

Jos aina vaan joku haukkuu tai ei saa ikina kemijeei siina sitte enaa
oikein huvita teha toitdkaan. Jos sitte taas saaulee nii sitte alkaa olla
etta hei, naitdhan on kiva teha.

42.SP5: You start to feel that it's worth trying besatsomeone notices it and
also comments on it.

Tulee semmonen etta no nii kannattaa sita tehasmrhia koska joku sen

huomaa ja joku siitd myos mainitsee.
Since all the pupils were in such an agreementernimportance of positive feedback
as a motivational factor, it is clear that it sktbbe given often. Teachers should keep
that in mind all the time and make sure that eymrgil receives positive feedback at
least occasionally when they perform well. Motiwatis, however, not the only reason
why teachers should give a lot of positive feedbatkpupils also agreed on the fact
that positive feedback makes them feel good alimmselves. One pupil described it
aptly (example 43):

43.PP2: It makes you feel amazing.

Siita tulee mahtifiilis.



49
It was also found in a study made by Lipnevich 8nath (2009) that positive feedback
creates positive emotions. If positive feedback esagupils feel good, it should be
given more. When pupils are happy and glad theynaoee likely to listen to the
teacher, concentrate better and behave bettemthan they are in a dark mood. They
are thus more likely to learn more when they areosinded with positive emotions. In

conclusion, positive feedback can be seen as artgubmoting learning.

The primary school pupils had also additional reasfor why positive feedback is
important. For example, one of them mentioned the&an improve one’s self-esteem
(example 44). Another student stated that posfeeelback makes one not only do what
is expected but also to push for even better pmdoces (example 45). Example 46
presents an essential point in teaching: pupilsditeeknow when they have done
something right or when their answer is correcpdesally with younger pupils it is of
great importance: they are not always capable sésssng their own work. They need,
therefore, their teacher’'s assessment. Wood arehfane-Loftis (2012: 34) confirm that
feedback should be as accurate as possible. O#eepupils will not know why they

receive positive feedback and it will not have agmeffect as it could have.

44.PP1: It promotes your self-esteem.
Se nostaa itsetuntoa.
45.PP3: It encourages you to do even better.
Se rohkasee tekemaan aina vaan niin ku paremmin.
46.PP1: Then you know that you have done somethirm. rig
Sillon tietda etta on tehny jotain oikein.

Positive feedback can be given about different ensttsuch as effort, achievement or
behaviour. When the pupils were asked the reasongetting positive feedback, many
of them pointed out that achievement on exerciseb tasks is the main reason for
receiving positive feedback (examples 47 and 48jhBrimary and secondary school
pupils also noted that in general they get moretipedeedback for good performances

than from good behaviour.

47.PP1: If you have been working hard or behaving wiélyou for example
pronounce something really well or you have donenesoexercises
thoroughly and correct.

Et on ahkera ja kayttaytyy hyvin. Jos vaikka aantgéin tai on tehny
tehtavat huolella.
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48.SP5: When you have a good answer to something.
Kun vastaa hyvin johonkii.

The most concerning points were made about goodvi@ir and positive feedback.
One of the secondary school pupils stated that lelge never gotten any positive
feedback about her behaviour (example 49). Anoghgail noted also that one never
gets positive feedback about good behaviour buaydwegative feedback about poor
behaviour (example 50). The primary school pupilsoamentioned that positive

feedback is mostly given on good performance (exarbp).

49.SP3: | haven't received any positive feedback aloytoehaviour during
secondary school. It's more like a primary schdhg).

En maa ylaasteaikana ainakaan oo kaytoksesta sdashwja. Se on
enemman ala-astetta se kayttaytymisen kehuminen.

50.SP6: If you behave well, nobody says anythingouf lygehave poorly, you
get scolded for it.

Jos kayttaytyy hyvin, kukaan ei sano mitaan. Jg#t&gtyy huonosti, heti
torutaan.

51.PP1: You get positive feedback mostly on good pegoce, not so much
on behaviour.

Yleensa saa enemman siitd osaamisesta, ei niinkidarkaytoksesta.

It is surprising that the pupil in example 50 hasegived no positive feedback from her
behaviour during the whole of secondary school.o8dary school lasts three years,
which is a long time and presumably all the pupilsst have shown good behaviour at
least occasionally. It is, therefore, troublingttteachers have never given her positive
feedback on good behaviour during secondary schidolvever, it describes the
priorities of secondary school well and as the phogiself pointed out, complimenting
good behaviour is part of primary school. It is edhieless concerning that pupils are
not encouraged to behave well through positive daek even though for example
Henderlong and Lepper (2002: 776) argue thatat useful element in promoting good
behaviour in the classroom. Instead, pupils feai they only get scolded for whenever
they behave poorly. It is also surprising that phienary school pupils feel that they do
not receive much positive feedback on good behavi@iven the role of primary
school, good behaviour should be promoted andter@dis often as possible. This issue

will be discussed further in 5.3.
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5.2.3 The ways of giving positive feedback

According to Brookhart (2008) positive feedback che given individually or

collectively. When asked about how positive fee#tbax given, the pupils gave
differing answers. Secondary school pupils stateat it depends on the working
methods (example 52) whereas primary school pwpdee of the opinion that they
receive mostly individual feedback during lessond anly at the end of the lessons

they get collective feedback (example 53).

52.SP1: If we do something in groups then the grougeikes positive
feedback instead of individual feedback, but wheo @o something
individually then you get praised individually.

Jos on ryhmatyo vaikka nii sit ryhma saa kehujaeiebpe sillon sano
kenellekaan yksilond mut sit jos on ite tehny jotgksilona nii sitte saa
kehuja yksilona.

53.PP2: After the lesson she usually praises the whlalss, says like “good
job everyone”, but during class she gives individieadback.

Tunnin jalkee yleensa antaa koko ryhmalle, ettéoedifhienosti olitte”,
mut sitte tunnin aikana yksiléille.

The secondary school pupils mentioned that colledigedback is a good way to give
positive feedback about good behaviour, which théso wished more from their
teacher (example 54). They specifically explairfemyever, that it would feel strange if

the teacher named the persons who behaved welidodily (example 55).

54.SP5: She could mention it more often that "hey, yane been nicely
today”.

Enemman vois sanoo sillee ettd” joo tan&é ootta bijvin”.

55.SP4: It would be weird if she said like "hey, yoavh behaved well
today”.

Ois outoo, jos se sanois etta "hei, tosi hyvaa éstg sulta”.

Primary school pupils clearly prefer individual ddack (examples 56 and 57). They
think that through individual feedback one knowstdrewhat has actually went well.

Secondary school pupils prefer both individual aotlective feedback but mentioned
that individual feedback feels more meaningful (epée 58).

56.PP3: Preferably individual feedback. Then you knbaw much the
feedback is actually about you.

Ennemmin yksilona. Sit tietdd enemman et koskexegalaute ittea.
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57.PP1: She might point out some things you needn®cioat the same time
she gives positive feedback. You don'’t get thaoilective feedback.

Se saattaa samalla huomauttaa jostain korjattavasiasta kun kehuu. Ei
koko luokan palautteessa saa sita samaa.

58.SP4: If she says something to you specificallypakes you feel a little
more special.

Jos se tulee sillee sanomaan vaan sulle niin K@ shka tulee erityisempi
olo.

Pupils have a highly positive attitude towards wdlial feedback. It should, therefore,
be given more often. Individual feedback evidentigates positive emotions and can be
regarded also as a way for teachers to build pesitlationships with their pupils. In
fact, feedback that is given especially about éfferlikely to correlate with a good
teacher-pupil-relationship (Burnett 2002). Indeedjvidual feedback is a good way for
giving effort feedback. It is presumably more natuior a teacher to give positive
feedback for trying and working hard when he or Bae an individual contact to the
pupil than in front of the whole class: the teacban for example walk around in the
classroom and mention to a pupil about how nicis ihat the pupil has lately been
working harder than before. However, individualdieack is a problematic matter. All
the secondary school pupils agreed that there @#gspwho might consider receiving
individual feedback awkward when others can hearT@achers should, therefore,
always consider carefully to whom they give positifeedback individually and

sometimes give it after the lesson when the pupiissmates cannot hear it.

According to the pupils, it makes no difference wkiads of praising words teachers
use when giving positive feedback. Instead, theyam the tone of voice as a more

important factor (examples 59-61).

59.PP2: It depends on how you say it. | mean the tdnmice. That makes a
bigger difference.

Riippuu et miten sen sanoo. Siis ihan aanensavgstan tosi tarkee siina
enemmankin.

60.SP2: It depends more on how you say it.
Riippuu enemman et miten sen sanoo.
61.SP3: Yeah it depends on the tone as well.

Nii riippuu siita aanestakii tavallaa.
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Surprisingly, the pupils consider the tone of vdioe most important thing that displays
praising and how pleased the teacher is. BrooKBafi8: 47) also states that the tone is
an important factor in giving feedback. Teachersusth, therefore, concentrate more on
the tone of voice they use when giving positivedfesck. This matter is further

discussed also in 5.3.1.

5.2.4 Factors affecting giving positive feedback

Secondary school pupils stated that the teachetdhasean what she says when she
gives positive feedback. It has to sound natwtiderwise the pupils will not take it
seriously (example 62). Henderlong and Lepper (20038) also state that sincerity is

an essential factor in giving positive feedback.

62.SP3: If it sounds very stiff, then it's not godchas to sound natural.

Jos se kuulostaa kauheen tonkoltd, nii se ei ogihy\sen pitda olla
luontevaa.

Both primary and secondary school pupils agreetdiving positive feedback is equal
in general. However, after contemplating the mattery found some inequality in
getting positive feedback. For example, they alead on the matter that weaker pupils
receive more positive feedback than pupils whoeapected to perform well (examples
63-65). That kind of a division of positive feedkas disturbing because it implies that

it is not worth performing well since one will nget any credit for it.

63.SP1: If a weaker pupil does his or her homeworkeortben it's like
“hallelujah, good.”

Jos semmonen heikompi oppilas tekee kerran laksyitnse on etta
“hallelujaa, hyva.”

64.SP2: But if you always do your homework, thenjits like of course you
do your homework.

Mut sit jos on tehny aina laksyt nii sit se on semem ettd totta kai se
tekee aina laksyt.

65.PP2: The weaker pupils do get more positive feeklb@ometimes it feels
a bit bad.

Kyllahan ne ei niin hyvat saa vdhd enemman. Seutunélilla vaha
ikavalta.
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The pupils also concluded that gender does not hayeeffect on receiving positive
feedback. The secondary school pupils mentionedyefier, that boys are often

expected to be weaker than girls in languages (pkaf®6).

66.SP6: Well, | think that boys are not expected tdgoen as well as girls in
languages. For example the teacher often pickssgid do example
exercises.

No ainakii mun mielesta poikien oletetaa jotenkgaavan kielid vahan
huonommin. Et ope niin kun valitsee tyttdja useiaketaan
esimerkkitehtavia.

If girls get more time in answering questions atlare used more as examples during
lessons, they evidently get more opportunities éofggm well and thus to receive
positive feedback, which seems unequal. Howevelpés not automatically mean that
girls receive more positive feedback due to morpoojnities. The secondary school
teacher stated that she often assumes that pupiferming well know that they
perform well without receiving positive feedbacKsd, she tends to make sure that the

weaker pupils get positive feedback and sometinaes &rgets to compliment talented

pupils.

5.2.4 Summary of the pupils’ views

The pupils had many agreeing views. Firstly, thgyead on the concept of positive
feedback. Secondly, they all thought that positeedback increases motivation. All in
all, positive feedback makes pupils feel good alibatnselves. Thirdly, both groups
stated that they get more positive feedback fordgperformances than for good
behaviour. They also mentioned that they appreaéffit feedback. Fourthly, both
groups prefer individual feedback. Also, they engibed that the tone of voice is
important in giving positive feedback. Lastly, bogfioups consider that positive
feedback is given equally in the sense that everygmis it at least sometimes and that
gender plays no role in it. They did, however,esthat the weaker pupils receive more

positive feedback more than the talented pupils.

The pupils’ opinions were also partly differing. &lprimary school pupils stated that
they receive a lot of positive feedback whereassttmondary school pupils expressed a
wish to receive more positive feedback than whey tieceive at the moment. However,
they also mentioned that too much positive feedbacitot hoped for. In addition, the

primary school pupils explained that they receindividual feedback during lessons
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and collective feedback at the end of lessons valseitee secondary school pupils stated

that the type of feedback they receive dependd@®mbrking methods they use.

5.3 Teacher-pupil and primary-secondary school conmgrison

5.3.1 The amount and the features of positive feedbk

There is a clear difference in the amount of pesitieedback between primary and
secondary school. The primary school teacher amilspatated that a lot of positive
feedback is given whereas the secondary schodi¢ea@and pupils explained that more
positive feedback could be given. The differencaragibling especially because the
secondary school pupils would like to receive mpasitive feedback. However, it
would have been even more alarming if the teachadsstated that they give a lot of

positive feedback and the pupils had disagreed thvém.

The teacher’s tone of voice when giving positivedigack is important for pupils.
Interestingly, neither teacher mentioned anythimpua the matter. They seem to
concentrate more on what they say instead of hay #ay it. Since pupils in both
school levels regard the tone of voice as impoytm@ teachers should start taking it
into account more. It is important for teachershiok about how they talk to pupils, as
Wood and Freeman-Loftis (2012: 31) state. Howether tone of voice is not exactly a
conscious matter, as Sinclair and Brazil (1982:85) confirm. It would be difficult to
think about the tone all the time during lessonisoAteachers are expected to react to
pupils’ performances relatively quickly so therenigt much time to think about the
tone. Paying too much attention to it might alsamdléo not sounding genuine, which is

important as well, as discussed in 5.1.4 and 5.2.4.

5.3.2 The importance of and the reasons for givingositive feedback

In general, both teachers and pupils consider igesiteedback important for
motivation. They all stated that positive feedba&ecicourages pupils to try their best.
Henderlong and Lepper (2002: 775-776) also statpbsitive feedback can improve
motivation. It is not surprising that motivation sverought up in the interviews: nobody
wants to try anything if one never gets any crédlitit. In addition, primary school
pupils mentioned that positive feedback promotel§-esteem, which is evidently
significant in primary school. Also Kohn (1993: )0donfirms that positive feedback
can improve children’s self-esteem. Since primaihosl pupils receive a lot of positive

feedback, it can be concluded that their self-estexealso being supported. However,
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secondary school pupils get only little positivedback, which indicates that they do
not get support for their self-esteem. It shouldhbBced, though, that secondary school
pupils did not mention anything about self-esteerd positive feedback. It is, hence,

difficult to say if receiving positive feedback qquts their self-esteem.

The views on why pupils get positive feedback pomtlidifferences between primary
and secondary school. The primary school teactaedstthat she praises pupils on
everything they do well, whereas the pupils argtieat they get positive feedback
mostly on good performances, not so much on bebavar example. The secondary
school teacher and pupils were more in agreembattdacher stated that she gives
positive feedback mostly on good performances sksaand exercises and the pupils
confirmed that they never get any positive feedbmtikjood behaviour. As discussed in
5.2.2, it is disturbing that pupils feel that theme not praised for good behaviour even in
primary school. As the secondary school teachefagxgd, one often assumes that
pupils know when they are behaving well so one dugssimply remember to give
them credit for it. The matter will be discussedrenm 5.4.3.

5.3.3 The ways of giving positive feedback

There is a clear difference in using I-messagegrimary and secondary school. The
primary school teacher stated that she uses thén,afthereas the secondary school
teacher does not use them at all. She mentionetieves, that they are suitable for
primary school. Surprisingly, the secondary schagbils disagree with their teacher:
they like feedback that includes the teacher's @met (I-messages) over the

mechanical reactions (example 67).

67.SP5: It does mean more than just saying “good”.
No kylla se merkkaa enemmén kun etté sanoo vaaré’hy

It is understandable that the secondary schooh&radoes not use I-messages. She
concentrates evidently on being genuine in giviegdback and thinks that I-messages
are false. However, one can use |-messages witourtding fake: if one said simply
for example “it was really nice to work with youdtmy, | was pleased to see you
working so hard”, the pupils would most likely catey the feedback positive and
genuine. Indeed, I-messages can require some qedigiore they can be used fluently
if one is not accustomed to use them. They coultetieless be implemented more

during lessons since the pupils have a positiveidé towards them.
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Individual and collective feedbacks are implemenuitferently in primary and
secondary school. In addition, pupils and teachav® different understandings of how
feedback is given. The primary school teacher émeththat she gives individual
feedback on individual tasks and collective fee#tban collective tasks whereas the
primary school pupils thought that they receiveivitial feedback during lessons and
collective feedback at the end of the lessons. rélason for the differing views might
be that pupils remember individual feedback bettan collective feedback because it
is more personal. Also, one usually remembers tiings of lessons quite well and if
the teacher has a tendency to give collective f@ekilat the end of the lesson, it is
natural that the pupils remember it well. In se@wydschool the situation is different.
The teacher noted that she gives mostly individiggldback whereas the pupils
explained that they receive individual feedbackrfrandividual tasks and collective
feedback from collective tasks. It is noteworthgtthoth primary and secondary school
pupils prefer individual feedback: they think it more personal and useful than
collective feedback. However, secondary schoollpypefer collective feedback when

it concerns good behaviour.

5.3.4 The factors affecting giving positive feedb#c

Pupils’ age has an effect on positive feedback ot Ischool levels. Both teachers
agreed that one has to be genuine when givingipeditedback to teenagers. They
mentioned that if positive feedback sounds unnétitravill not be taken seriously by

the pupils. This problem does not occur with primachool pupils: they are

presumably too young to identify the situations whéhe teacher is faking positive
emotions. Secondary school pupils also agree #iaglgenuine is important (example
68).

68.SP4: It has to sound like she actually means it.
Se pitda kuulostaa silté et se on oikeesti sitdténie

Equality is an important issue in school. Both beas and pupil groups agreed that
gender has no effect on equality: boys and girteive positive feedback equally.
However, pupils’ skill level seems to influence #m@ount of positive feedback in both
school levels: it is common that the weaker pugds more positive feedback than the
talented ones (example 69). Indeed, positive feddizapresumably used to encourage
the weaker pupils to perform better, as was digmia$so in 3.3. The problem with it is

that it diminishes the talented pupils: if two papperform well and only one gets
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praised it feels discouraging for the other. Botimpry and secondary school pupils

presented noteworthy points about equal feedbac@aiples 70 and 71).

69.SP5: There are pupils who never do their homewarkiftthey happen to
do them once, they get a lot of positive feedb@skf it's somehow better
that you do your homework once than that you dmthkvays.

Se on joskus niinkin ettd joku ei ikin& tee lakgyjét sit kun se kerran
tekee nii sitd kehutaan kauheesti. lhan kun selettéan tekee laksyt ois
jotenkin hienompaa kuin se etté tekee aina.

70.PP1: When you have 20 pupils in the classroonpitétty difficult to give
positive feedback equally to everyone.

Kun on yli 20 oppilasta tunnilla nii siind on vahéaikee antaa kaikille
tarpeeks sita palautetta.

71.SP2: On the other hand if you started to praisergwae with five
sentences every time they got something rightoitlavtake up all our
time.

Toisaalta jos alettais kehua viiella lauseella jokarta kun sanoo yhen
jutun oikein nii silhen menis koko tunti.

Example 69 shows that it is difficult for teachdos balance between praising the
talented and hard-working pupils and the weakeilpuphe statements 70 and 71 are
comforting: if pupils understand that it is in fadifficult to give positive feedback
equally, one can conclude that they are able tb with the fact that sometimes they
might not get the feedback they expect. Also, béafigwithout positive feedback will
then not have a reducing effect on their motivatiBoth statements show that pupils
clearly understand how demanding teaching can Helat giving positive feedback is
not always possible. It would presumably be usitfille teacher talked about the matter

with the pupils: it could enhance pupils’ undersiiag of the matter.

Both primary and secondary school teachers thiak tine working methods have an
effect on positive feedback. Interestingly, theyénaliffering views of the effects. The
primary school teacher is of the opinion that wipepils do group work, they receive
collective feedback and when they do individual kyathey receive also feedback
individually. The secondary school teacher, howgewbmks that when pupils do
something that they themselves have come up wiith as drama, they receive more
positive feedback than for regular exercises destadt is somewhat understandable to
give positive feedback according to the task: #asier to perform well in regular tasks

than to succeed in planning something, such asajrfrom the beginning until the end
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and executing it well. Good performances shouldertéeless be praised regardless of

what has been done.

5.4 Observations

The results from the interviews have now been dedh. Next, | will present the

findings from the recorded classes in two partscuising primary and secondary
school separately. | will also compare the findimgth what has been said by the pupils
and the teachers in the interviews. Lastly, congparibetween primary and secondary
school is made. The abbreviation T will be usedréderring to the teacher and P for

referring to the pupils.

When | started analysing the recordings, it wadei that the first thing was to define
the criteria to identify positive feedback. Witrethelp from the interviews, where the
teachers and pupils gave their conceptions of ipeditedback, | decided that all kinds
of positive comments made by the teacher to thégpapout their performances would

count as positive feedback. Such comments arexample “good”, “excellent” and

“keep up the good work”.

5.4.1 Observations in primary school

In this section, | will first explain the content$ the lessons in primary school. | will
then move on discussing the amount of positive daeki and the expressions used in
giving positive feedback. After that | will introda the specific actions which lead to
positive feedback and the ways of giving feedbdtfuality in positive feedback is

discussed lastly.

The content of a lesson has an effect on the fexkdie teacher can give: if the pupils
get to watch a video or several video clips, tleeher does not have many opportunities
to praise the pupils. On the other hand, if theilpugo for example oral exercises in
pairs, the teacher has more opportunities to gostipe feedback. Also, the working
methods used during the lesson influence givinglldaek. It is, therefore, essential to

take a look at the content of the recorded lessons.

The first lesson included several tasks. First, émork was checked: the pupils told the
answers to the teacher. Then the teacher explaimelv grammar issue and the pupils

wrote notes about it. They also wrote sentences fmnish to English relating to the
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grammar issue, and the teacher asked some pup#mdotheir sentences to the whole

class. They also played a game in pairs and pegtpconouncing.

The second lesson started with remembering bodg paEnglish, after which they did
a listening exercise. Then they practiced pronawmeaind played a game in pairs. After
the game they watched a video clip, of which tleeher had questions for the pupils.
Lastly they listened to a text and the pupils read pairs. The lesson contained a lot of
listening and watching, so it provided the leastoam of opportunities for giving

positive feedback.

The third lesson started with the pupils readingext out loud in pairs. Then they
pronounced the most difficult parts of it togethveith the teacher. After that they
checked homework so that the pupils told the answEren they went through a new
grammar issue (the conditional) so that first teacher explained it and the pupils
wrote down example sentences. Lastly, the teactiexdaevery pupil a question using

the conditional and the pupils had to answer acaglyl

The amount of positive feedback varied during theee¢ lessons. The teacher gave
positive feedback 21 times during the first lessath.of the given positive feedback
was for producing the right answer. On the secasddn, the teacher gave positive
feedback six times: once for good pronunciationceofor homework that was well
done, twice for making a nice drawing relating tdistening exercise and twice for
answering correctly. On the third lesson the teadjawe positive feedback 12 times:
eight times for answering correctly, three times good pronunciation and once for
being present and on time. During the three lesuseacher gave positive feedback

39 times altogether.

The teacher often varied the praise words she (@sesnple 72). She rarely used the
same word twice in a row, which made her praisimgnsl fluent and natural, not at all
mechanical or forced. It is clear that the teadhérks about her teacher talk in the

class, which she also confirmed in the interview.
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72.T: sentence number one

P3: why are you wearing a cape

T: excellent (.) number two

P4: 1 don’'t want a ghost

T: yes good job (.) number three

P5: ghosts are nonsense

T: that's the way to do it

Pupils got positive feedback mainly for good pearfances and achievement. The most
common action leading to positive feedback was ansg correctly. Also, good
pronunciation lead to receiving positive feedbacknstimes. However, no positive
feedback was given for good behaviour even thoughktrupils behaved well during
the three recorded lessons. It is surprising becahe teacher mentioned in the
interview that she gives a lot of positive feedbatdo for good behaviour. In fact, the
result from the recordings supports the pupilswvief receiving only little positive

feedback for behaviour.

The primary school teacher gave mostly individesdback. It was given 35 times and
collective feedback only four times. Individual fieack was given only for good
performances. Collective feedback was given for dggonunciation, answering
correctly and for being present on time. The tenchtated in the interview that she
gives both individual and collective feedback etyublt it did not show in the recorded
lessons: even though the working methods (for eXxanptaying games) provided
opportunities for giving collective feedback, it svgiven rarely. However, three lessons
is a small sample. One would have to observe memsohs during a longer period in
order to get more reliable results. Also, sinceghpils prefer individual feedback, it is

a good thing that the teacher gave mostly indiifleedback.

All pupils got positive feedback at some point dgrithe three lessons. The teacher
stated in the interview that she always makes thatas many pupils as possible get
the chance to say something in class so that theg the possibility to get positive
feedback as well. It was evident in the recordeddes as well. However, all pupils did
not receive positive feedback on every lessonftihiely get it at least a couple of times
during three lessons, one can argue that it immofteough in order to promote their
motivation. Also, it has to be taken into accourdttif a pupil does not perform well

enough, the teacher cannot give positive feedback.
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Equality in giving positive feedback did not alway@me true during the lessons. When
for example homework was being checked and thelgpgpive the answers, not all of

them received positive feedback even though thresiwars were correct (example 73).

73.T: number five
P1: they have to light their candles
T: yes (.) excellent (.) number six
P2: the floors are wet and slippery
T: yes

Both pupils gave the right answer but only onetwn got positive feedback for it.
Clearly, pupils do not receive positive feedbackualy. Presumably it is not
intentional: sometimes teachers forget to reactbse they are paying attention to
something else, for example the next task or somgthappening in the classroom.
Brookhart (2008: 47) confirms that teachers havly dittle time to react to pupils’
performances. Based on the observations, it canobeluded, however, that gender
does not have any effect on receiving positive lbieetd: a pupil being left without
positive feedback is coincidental. It is also warthntioning that the teacher praises her
pupils so much that if someone does not occasipnatieive positive feedback when he
or she deserves it, it will presumably have noaff@ne of the pupils mentioned that it
is understandable that when one has a lot of pupitte same room it is difficult to
give everyone positive feedback equally. Thus,pingils understand how difficult it is

to be equal, which is important for the atmosplherte classroom.

5.4.2 Observations in secondary school

In this section, | will first explain the content$ the lessons. | will then discuss the
amount of positive feedback given and expressi@esl dor giving positive feedback.

Then | will present the specific actions that léaghositive feedback. Examples of those
actions will also be given. The ways of giving pivsl feedback will also be presented.

The ways of giving feedback will be discussed {astl

The first lesson started with watching a videolw tondon tube. Then the pupils got
an imaginary subway map on a Finnish city and ttasik was to translate the names in
pairs. The names were then checked with the teathen the pupils worked in pairs

again and practiced asking the way to differertitsigising the underground in London.
They were also supposed to mark the sights in @ye mhe locations of the sights were

then checked with the teacher.
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The second lesson included several tasks. Fistptpils read a text and the teacher
had prepared questions about it, which the pupés tanswered. Then the pupils did a
word formation exercise in pairs, which they chetkéth the teacher. After that the

teacher showed the pupils slides containing pistafepaintings and other kind of art.

The purpose was to discuss what is art and whabtisThe pupils got the chance to

present their views on the matter. Lastly, the jsupad a vocabulary and then they
pronounced the most difficult words together wiih teacher.

The third lesson was a work station lesson. Thelpugent through different stations in
groups. All the stations were different: for examph one station the pupils got to play
a word game, on another they had a discussioneogitien the topic and on one station

they had to do a listening comprehension.

The teacher did not give a lot of positive feedbd@k the first lesson she gave positive
feedback only once. It was individual feedbackdaswering correctly. On the second
lesson the teacher gave positive feedback six tiraksof which were individual
feedback: once for good pronunciation and five @ answering correctly. On the
third lesson the teacher gave positive feedbadettimes, all of which were individual
feedback and given for knowing the answer to a tipresDuring the three lessons the
teacher gave positive feedback 10 times altogeffter. results are in accordance with
the teacher’'s statement in the interview where es$tanated that she does not give
enough positive feedback. Generalisations cannmoijelier, be made based on the
observations because the amount of positive fe&dtlaarly depends on the lesson as
well: when | practised observing before the reaugdithe teacher gave a lot of positive
feedback to the pupils on those lessons: for exaropl one lesson she gave positive
feedback 15 times, which is more than on the resmbtdssons altogether. The results of

the recorded classes are therefore surprising.

The secondary school teacher has a pleasant weslkifig and when she reacts to
pupils’ answers by saying “yes”, it almost sounite positive feedback. The tone was
difficult to take into account when counting the@mt of positive feedback: one can
never know when the teacher herself considers dspgonses as positive feedback or
what the pupils think of her responses if they dbinclude a specific word that implies

praise. The tone was therefore not analysed further

It was difficult to make conclusions on the woral @xpressions that the teacher uses

when giving positive feedback since she gave s lfositive feedback during the
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lessons. She did, however, vary the words she ims¢elad of only using for example
“good” all the time: for example good, very gooddaexcellent were used. She
mentioned herself that she never thinks about lowgite positive feedback. Instead,

the words come automatically to her.

Positive feedback was given only on performance suatess in tasks and exercises
during the three lessons. No feedback was givegawu behaviour even though the
majority of the pupils behaved well. The results aot surprising, however, since the
teacher admitted that she gives positive feedbagktlynon doing the exercises and

tasks. Also the pupils mentioned the same thirtgeir answers.

Only individual feedback was given during the lessdt is not surprising because the
teacher explained that she usually gives individiegidback. However, one of the
lessons was a work station lesson where the pwpitked in groups and did differing
tasks and exercises in the stations. Even thetetteher did not give positive feedback
collectively. Instead, she gave only individual dback. This can be criticised: if a
group is working well together, the teacher cowg swvell done guys” or “keep up the
good work” when she passes by their station. Treat @weryone who is working well
would get positive feedback. However, one has tr bemind that the pupils also like

to receive individual feedback.

Equality in giving positive feedback was not totatichieved. The secondary school
teacher gave positive feedback to only some ofpiygls who answered correctly or
showed that they have learnt something (exampleHaever, she only said “yes” or

“correct” to many pupils when they answered cotye@xample 75).

74.T: how about number six
P: it's also popular for its shops in the centiaitf the city
T: good (.) excellent
75.T: what's tube in Finnish
P: putki
T: yes
It is, however, evident that the teacher gives mepuasitive feedback on the
performances that require more effort or knowledgke did not mention it in the
interview but it became apparent during the lesshis in agreement with the pupils as
well: they stated that it is nice to get positieedback when one has actually had to put

effort in the task. Also, the teacher stated hétbelt equality might not come true on
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every separate lesson but that it is evident whetking about longer periods of time,

for example a semester.

5.4.3 Comparison between primary and secondary schb

Primary school pupils received a lot more positieedback than secondary school
pupils based on the observations. The secondapoktdacher gave positive feedback
ten times during three lessons, where as the pyis@rool teacher praised her pupils 39
times. The amount of positive feedback given inmay school is thus almost three
times bigger than the amount of positive feedbackdcondary school. The result is
similar to what both teachers and pupils reportedhe interviews and was therefore

expected.

Individual feedback was the most common way folirgjvpositive feedback in both
school levels. It can be said that it is a goodghiecause all pupils prefer individual
feedback over collective feedback. The methodsaking can also have an effect on
giving positive feedback. Both teachers stated thahe interviews but their views
were not evident in the recorded lessons. Espgdiadl primary school teacher stated
that she gives both individual and collective femdbequally but during the recorded
lessons she gave mostly individual feedback evengh there were opportunities for
giving collective feedback. Also, the primary schpapils mentioned that they might
get collective feedback at the end of a lesson,that was not evident either. The
secondary school teacher explained that she giwstlyrindividual feedback but also
that collective feedback is a good way of givingdback for group tasks. This was not,
however, evident in the recorded lessons: therensasollective feedback even on the

work station lesson where the pupils worked in geou

Both teachers stated in the interviews that theg giositive feedback to weaker pupils
more easily than to pupils with good skills in Eelgl This was not, however, evident in
the observed lessons. The reason for it might k= &ven though the teachers
consciously think more about encouraging the wepkeils they nevertheless strive for
equality and give positive feedback to all pup®s, encouraging weaker pupils did not
show during the three lessons that were observed istill is a part of the teachers’

way of teaching.

Equality did not always come true during the reedrdessons. When for example

checking homework, some pupils received positivedback for providing the correct
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answer but some did not. It is, however, diffictdt draw conclusions on equality
because the amount of the recorded lessons waé ématder to make more realistic

conclusions one would have to record lessons frémnger period.



67
6 DISCUSSION

In this chapter, | will first discuss the resulfstioe study with previous research. | will

then deal with reliability and the limitations d¢fet study in the second section.

6.1 The main results

The present study has been conducted in ordemtb dut how positive feedback is
implemented in primary and secondary school. Tme &as to compare the results
between the two school levels. The results show#drehces but also similarities

between primary and secondary school.

The results indicate that primary school pupilseree more positive feedback than
secondary school pupils. It was evident not onlthmteachers’ and the pupils’ answers
but also in the recorded lessons. Positive feedbhokld definitely be given more also
in secondary school considering the positive efféchas for example on motivation,

especially since the pupils stated that they ldeeiving positive feedback.

The results show that both teachers and pupils sauadar views on what positive
feedback is. According to them, positive feedbackiving credit to someone for good
work. It is a positive matter that the views caatelwith each other: if the views were
very differing, it might cause problems because tthee pupils might not always know
when their teachers are giving positive feedbadkéon, which could lead to a decrease

in motivation.

It can be said that pupils receive mostly individiggdback based on the results. One
can state that it is a positive matter since thgilpiprefer individual feedback: they
consider collective feedback vague. The resultsigeal with a conflict in the pupils’
and the teacher’s views in primary school: the heastated giving collective feedback
on group work but the pupils think that collectfeedback is usually given at the end of
lessons. The reason for the differing views migattibat pupils remember collective
feedback only when it is given at the end of adassiot when it is given during a
lesson. The effect of collective feedback shoub@éreéfore, be considered: if it is not
effective enough for the pupils to remember ishbuld not be given often. However,
the recorded lessons showed that only little ctllecfeedback is given in primary
school. It is, therefore, surprising that the tescktated giving collective feedback

considerably. A longer period of recording the ¢ess would evidently show more
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reliable results whether the teacher gives collecteedback as much as individual
feedback.

The results indicate that positive feedback is mgigeostly on performance and not on
behaviour both in primary and secondary schoal Komewhat surprising especially
when thinking about the aims in primary school: caa say that pupils are expected to
learn to work in groups and to become “respectaliieens”. Behaving well is a big
part in fulfilling those expectations: one cannetmart of any kind of communities or
groups if one does not behave well. Also, if go@thdwiour is expected of pupils, it
should be credited as well. Furthermore, accordinglenderlong and Lepper (2002:
776), positive feedback is a useful element in mitmg good behaviour in the
classroom. The issue that raises concern is thét teachers think they give positive
feedback on behaviour as well but the pupils doagoee with them nor do the recorded
lessons support their views. It might be that #echers know how important it would
be to compliment good behaviour but they simplygérto do it regularly. It is
understandable how teachers might forget somegssune has to execute the matters
written in the syllabus in the given time and thare a lot things happening in the
classroom at the same time. Lessons are, therdiited, with tasks and exercises and
there are many matters one is expected to go thraitly the pupils in a short amount
of time.

Positive feedback has many effects on teaching.rébelts show that the biggest effect
is that it can increase pupils’ motivation. It mnéirmed also by Henderlong and Lepper
(2002: 775-776) and llies, De Pater & Judge (20B@}h pupils and teachers stated that
positive feedback promotes motivation: one wantdryoeven harder when positive
feedback is implemented in the classroom. Othesars for giving positive feedback
can be for example promoting good relationshipsvbeh teachers and pupils, as
Brophy (2010: 139) states. The results do not, Wewesupport this view. Other
factors, such as the way the teacher talks to tipdsy have, however, an effect on the
relationships. Positive feedback can also impradviidien’s self-esteem (Kohn 1993:

101). As the pupils stated, positive feedback matkesn feel good about themselves.

It is worth noticing that both groups emphasiseat they like their English teachers a
lot and consider them good teachers. Especiallsdoendary school pupils mentioned
that they appreciate their teacher for using maeyhods of working and for making

the lessons versatile. They also mentioned thattalke to them in a nice, respectful
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way, which is important to them. Primary school igimentioned that they appreciate
also that their teacher is extremely dedicatedetowork. Obviously, positive feedback
is not the only matter that affects the way pupdssider their teacher and it has little

effect on whether the pupils like their teachenot.

It is evident that teachers want to encourage pupiho often perform poorly. It
happens even at the cost of ignoring the talemeldhard-working pupils. This kind of
a procedure in school raises questions: it imghes it does not pay off to perform well
because nobody will notice it. If one gets used,tmotivation to do anything well will
start to diminish gradually. That will have sevemnsequences for life after school: if
one does not believe that performing well is a erdt strive for or that it will produce
any positive results, it will be difficult to find good job or to succeed in other matters

in life as well.

Equality is difficult to execute and the result®wstthat it does not always come true in
teaching. Gender, however, seems to have no affegfiving positive feedback. One
can suggest that positive feedback does not hate given all the time for everyone,
as for example the secondary school pupils st&tediever, feedback should be given
equally among single tasks or exercises. For examplthe purpose is to check
homework and let the pupils say the answers, thaoher responses should be equal:
either everyone gets positive feedback for answeasorrectly or the response is merely
a “yes” to all the correct answers. If the teadliges positive feedback to one pupil but
not to another when they answer correctly, positagback will not be given equally
and can cause negative emotions, as the pupiéistas Henderlong and Lepper (2002:

785) argue, every pupil deserves positive feedback.

The results show that giving positive feedback isomplex matter. Teachers have to
balance between encouraging weaker pupils and gieredit for those who always

perform well. In addition, the lessons are fulldifferent matters that teachers have to
attend. Furthermore, pupils are individuals wittieding opinions: what pleases another
might be undesirable for another. Thus, teachevaya have to consider the group and

the individual and give positive feedback accortying

6.2 The reliability and the limitations of the study

Neither the teachers nor the pupils were informedu& the topic of the study. They

only knew that the main interest of the study was teacher. One can, therefore,
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assume that they acted naturally, which evidentbv@d more reliable and realistic
results than if they had known the focus of thedgttHowever, the presence of the
camera in the classroom might have affected thesrBlammaert and Jie (2010: 27-28)
argue, the observer's presence always has an effethe classroom. Yet, it can be
stated that he teacher and the pupils had gotteth tlsmy presence in the classroom
during the lessons when | practiced observing anelaat the lessons seemed to go as a

matter of routine.

It is difficult to generalize the results of theidy. The amount of the interviews is too

small for making generalisations. Also the recogdinvere made during only a short
instructional period, which limits the generalisatiof the results. | expected to get
more results from the recordings as well. In additthe amount of observed lessons is
too small in order to generalise the results anéke realistic comparisons between the
two school levels. However, they still support maryhe findings from the interviews

that proved similar results than previous studi®e can still dispute the generalization
of the results: only two teachers took part in gtady. However, there were no

resources to conduct a longitudinal study with nymadicipating teachers. Even though
the number of the participating pupils from the tachools was not even (4 and 6),
there were enough similarities in their answerdh&d one can say their answers are

reliable.
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7 CONCLUSIONS

It has been explained that primary school pupiteiree more positive feedback than
secondary school pupils in general, which was tlstimmportant finding and also the
hypothesis for the study. Also, all the particigarggreed that positive feedback
improves motivation to learn and is of great impode. It was, therefore, surprising
that secondary school pupils received so littlatpasfeedback in the observed lessons.
Positive feedback was mostly given on performarnuepils got only little or no

feedback on behaviour. The results are in accosdaiit what is often reported about
the Finnish school system in the media: Finnishilpugo well in international tests on

different subjects but behave poorly in school. &ébur should, therefore, be taken
into account more in teaching. As discussed, pasifeedback is a useful way in

promoting good behaviour.

The results of the study can be used in many waysexample, they can help primary
and secondary school teachers to develop theihitggicthe pupils and the school level
have to be taken into consideration in giving pesiteedback. Also, the present study
provides relevant results for teacher trainingsiuseful for future teachers to know
what kinds of thoughts pupils have on positive fsek and what their preferences are.
Teacher trainees can take the results into acawlen they do their teacher training in
primary and secondary school and test differentswaygiving positive feedback. | am

going to be an English teacher and will definitelite the results into consideration in
my future job: there are many aspects relatingdsitye feedback. The results also
show that every teacher should ask their pupile\wgi on positive feedback: if the

teachers’ and the pupils’ views are not similar, nitight cause problems in

understanding each other when feedback is givemduadh it is not given.

The present study provides some implications fouriresearch. This study did not
take into account for example gender differences: @ould study how boys’ and girls’
views on positive feedback differ and what kindetfects those differences could have
on teaching. Both interviewed teachers were alsm&wo it would be interesting to
know how male and female teachers’ views differsoil one could execute a
longitudinal study where the aim would be to sttioly effects of positive feedback on
pupils’ skill levels or grades: it would be intetiag to know if what kind of an effect

systematically given positive feedback has on gupirades. In addition, a more
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extensive study like the present study is needeldrger amount of interviewees is

essential in order to get results for generaligatio

Positive feedback is a matter that has been studiddt. This study had a new
comparative perspective on the matter and produesdts that partly support previous
research but also provided new viewpoints: comparigetween primary and secondary
school had not been made before. Hopefully theysiilll be of use for future teachers:
they are the ones who can assure positive encaueagdor the future generations. The

reason for doing it can be found in the followingote from a primary school pupil:

“If you only get scolded for or you never get argsjive feedback, then you don't feel
like working any more. But if you get positive fdmatk you start to feel that hey, this is

actually fun.”
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APPENDICES

Appendix 1. The interview questions for teachers.

Haastattelukysymykset opettajille

1. Mik& on oma kasityksesi positiivisesta palauttesta? Millaista se on?

2. Kuinka paljon/usein annat positiivista palauteta tunneilla?

3. Mista pyrit antamaan kehuja?

- (osaaminen/tyoskentely/kaytds/jokin muu)

- Mista eniten?

4. Milla tavoin annat positiivista palautetta?

- yksilo vs. ryhm&> Misté yksilopalaute, mistd ryhméapalaute? Miksi?

- Millaisia sanavalintoja kaytat? Onko niilla megigta? Mietitkod niit etukateen?
5. Vaikuttavatko tunnilla tehtavat asiat positiivisen palautteen antamiseen?
6. Miksi positiivisen palautteen antaminen on tarkéa?

7. Mitd tulee huomioida juuri ylakouluikaisid/alakouluikaisia kehuessa?
(verrattaessa muihin ikaryhmiin)

8. Vaikuttaako oppilaan taitotaso positiivisen palatteen antamiseen? Milla
tavoin?

- Enté& persoona tai sukupuoli?

9. Yritatkd antaa kaikille tasapuolisesti kehuja? Mksi? Miten varmistat
tasapuolisuuden?

10. Vapaa sana
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Appendix 2. The interview questions for pupils.
Haastattelukysymykset oppilaille
1. Mita positiivinen palaute on? Millaista se on?
2 Kuinka paljon/usein opettaja antaa positiivista @lautetta tunneilla?
- Saako kehuja tarpeeksi?
2. Mista asioista opettaja antaa positiivista palaietta?
- (osaaminen/tydskentely/kaytds/jokin muu)
- Mista eniten?
3. Minkéalaista opettajan antama positiivinen palaue on?
- yksild vs. ryhméa> Mista yksildpalaute, mista ryhmépalaute?
- Kumpi on parempi?
- Millaisia sanavalintoja opettaja kayttda? Onkilénmerkitysta?
4. Milté opettajan kehut tuntuvat?
5. Milta se tuntuu, jos onnistuu jossakin, eika sadaan kehuja?
6. Miksi positiivista palautetta yleensa tulisi mi¢estdnne saada?
7. Vaikuttaako oppilaan taitotaso positiivisen palatteen saamiseen? Milla tavoin?
- Enté& persoona tai sukupuoli?

8. Saavatko oppilaat teidan mielestanne tasapuolisi kehuja opettajalta? Miten se
nakyy tunneilla?

9. Vapaa sana
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Appendix 3. The consent form for recording the dess

)
|

JYVASKYLAN YLIOPISTO
KIELTEN LAITOS

Jyvaskylassa 22.1.2013

Opiskelen Jyvaskylan yliopistossa englannin kighéateen pro gradu —tutkielmaa.
Tutkin opettajan ja oppilaiden valistd vuorovailatauenglannin tunneilla. Kerddn osan
tutkimusaineistosta videoimalla tunteja. Tutkimusiaenani on opettaja, mutta oppilaat
voivat luonnollisesti nakya videolla. Koulun rehtoon antanut suostumuksensa
tutkimuksen tekemiseen, mutta tarvitsen myos hjieitasuostumuksen, koska oppilaat
ovat alaikaisia.

Pyydan Teita ystavallisesti tutustumaan alla olavatekstin ja tayttamaan
suostumuslomakkeen.

Kiitos vaivannadstanne. Mikali Teilla on kysyttaviidkimuksesta, vastaan mielellani
kysymyksiinne.

Paivi Peltola
paivi.a.peltola@student.jyu.fi
puh. 040 728 6384

SOPIMUS TUTKIMUSAINEISTON KAYTTOOIKEUKSISTA

Talla lomakkeella tutkimukseen osallistuvan alaskéii henkilon huoltaja seka
tutkimuksen tekija sopivat kerattavan tutkimusastemn  kayttdoikeuksista.
Allekirjoitetulla lomakkeella tutkimukseen osallisan henkilon huoltaja antaa
suostumuksensa huollettavan henkilon osallisturtasestkimukseen ja luovuttaa
tutkimushankkeelle alla eritellyt oikeudet tutkinairgeiston kaytosta.

— Tutkimusaineisto ja —tulokset kasitellaén luott&sellisesti.
— Tutkimusaineisto sailytetaan siten, ettei ulkdsiita ole siihen paasya.

— Tutkimukseen osallistuneiden anonymiteetti sailygyds tutkimusaineistoa
raportoidessa.

— Tutkimusaineisto tuhotaan tutkielman valmistumigikeen, joten pysyvaa aineistoa
ei jaa.



|:| Annan huollettavalleni luvan osallistua tutkimu&se

Vaadin, ettei huollettavaani voi tunnistaa vidaolt

]

Huollettavan nimi

Huoltajan allekirjoitus

Nimenselvennys

Aika ja paikka
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Appendix 4. The consent form for the interviews.

)
|

JYVASKYLAN YLIOPISTO
KIELTEN LAITOS

Jyvaskylassa 22.1.2013

Kerddn aineistoa pro gradu —tutkimukseeni osin miasstattelemalla oppilaita.
Pyydan Teiltd ystavallisesti lupaa saada haasaataliollettavaanne koulun tiloissa.
Haastattelut nauhoitetaan.

Pyydan Teita ystavallisesti tutustumaan alla olavatekstin ja tayttamaan
suostumuslomakkeen.

Kiitos vaivannadstanne. Mikali Teilla on kysyttaviidikimuksesta, vastaan mielellani
kysymyksiinne.

Paivi Peltola
paivi.a.peltola@student.jyu.fi
puh. 040 728 6384

SOPIMUS TUTKIMUSAINEISTON KAYTTOOIKEUKSISTA

Tasséd sopimuksessa tutkimukseen osallistuvan @&aikdhenkilon huoltaja seka
tutkimuksen tekija sopivat kerattavan tutkimusastemn  kayttdoikeuksista.
Allekirjoitetulla sopimuksella tutkimukseen osatligan henkilon huoltaja antaa
suostumuksensa huollettavan henkilon osallisturtasastkimukseen ja luovuttaa
tutkimushankkeelle alla eritellyt oikeudet tutkinairgeiston kaytosta.

— Tutkimusaineisto ja —tulokset kasitellaan luoti&sellisesti. Aineistoa kasittelee vain
tutkimuksen tekija.

— Tutkimusaineisto sailytetaan siten, ettei ulkdsiita ole siihen paasya.

— Tutkimukseen osallistuneiden anonymiteetti sailygyds tutkimusaineistoa
raportoidessa.

— Tutkimusaineisto tuhotaan tutkielman valmistumigikeen, joten pysyvaa aineistoa
ei jaa.



|:| Annan huollettavalleni luvan osallistua haastattal

Huollettavan nimi

Huoltajan allekirjoitus

Nimenselvennys

Aika ja paikka
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